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dreamed…
I am the source of creation, the outlet of inspiration, the dream of aspiration.
-Marva Collins, Founder of Westside Preparatory School
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Abstract
Diversity in classrooms across the United States continues to grow. In order to
evaluate teacher education programs and explore how they prepare pre-service teachers
with culturally responsive teaching practices; the researcher conducted a mixed-methods
study. After analyzing teacher education programs through course syllabi, conducting
interviews with administrators and curriculum leaders from the college of education, and
surveying pre-service teachers the researcher gave a descriptive analysis of the findings.
The course syllabi from three Midwest universities were analyzed using the CEEDAR
matrix tool. The syllabi fell into one of the following three categories, curriculum and
instructional planning, classroom management, or cultural diversity. The study further
examined culturally responsive teaching practices and the preparation of pre-service
teachers from the perspective of administrators and curriculum leaders in the college of
education. The researcher also surveyed pre-service teachers and their level of selfefficacy in the implementation of culturally responsive teaching practices.
The findings of the study revealed more similarities than differences in the teacher
education programs. Furthermore, the study discovered that most administrators,
curriculum experts, and pre-service teachers favored early exposure to diverse field
experiences, texts, and materials to aid in the deeper understanding of culturally
responsive teaching practices. The researcher proposes explicitly teaching and measuring
culturally responsive teaching practices within the teacher education program to ensure a
culturally responsive teaching pedagogy is the standard in future classrooms.
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Chapter One: Introduction
Background of the Study
Historically, the impetus for culturally responsive teaching practices emerged
during the critical race theory movement. During the 1970s, a group of lawyers, activists,
and legal scholars across the country began studying critical race theory and realized,
simultaneously, that the advances of the civil rights era of the 1960s had significantly
slowed (Delgado & Stefancic, 2017). The mid-1960s through the mid-1970s were a time
of excitement and turmoil, particularly for American youth who began to question
traditional and mainstream values (King et al., 1997). The critical race theory movement
led to the examination of many areas of society. For example, theorists began to use
critical race theory to understand school discipline, tracking, affirmative action,
standardized testing, curriculum and history, and bilingual and multicultural education
(Ladson-Billings, 2015). During this time, professional development in culturally
responsive teaching practices lacked a genuine connection to instructional practices. It
was seen as isolated training with a focus on in-service teachers rather than pre-service
teachers. This meant that teachers were entering their classrooms without any knowledge
of culturally responsive teaching practices. Abrahams and Troike (1972) argued that if
students of a racial minority were to be taught effectively, teachers would need to learn
how to capitalize on cultural differences as a resource for instruction, instead of viewing
them negatively.
In 2018 the U.S. Department of Education produced a report containing the race
and ethnicity of the nation’s public-school teachers. The U.S. Department of Education
data showed that in the 2017–18 school year, 79% of public-school teachers were White
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and non-Hispanic; 7% of public-school teachers were Black and non-Hispanic; in schools
where most of the students were White, over 90% of the teachers were White; in schools
which a majority of students were Black, more than one-third (36%) of the teachers were
Black and 54% were White. These data show that those who are teaching in the diverse
classrooms across the United States are 79% White; supporting the notion that culturally
responsive teaching practices are essential for future teachers and students in classrooms
across the nation.
Purpose of the Study
The purpose of this study was to investigate culturally responsive teaching
practices and the preparation that pre-service teachers receive during their teacher
education program in a private Midwest university. This study aimed to address the
changes that may need to occur to better prepare pre-service teachers for the diverse
classrooms they will one day serve. To evaluate the teacher education programs, the
researcher surveyed pre-service teachers, interviewed administrators and curriculum
leaders in the college of education, and evaluated syllabi from three Midwest universities
available through open-source in the following categories: curriculum and instructional
planning, classroom management, and cultural diversity. In completing the qualitative
analysis from the pre-service teacher surveys and the university faculty interviews, in
addition to the quantitative analysis of the course syllabi, the researcher hoped to
accomplish the following: survey pre-service teachers in the teacher education program
with the culturally responsive teaching self-efficacy tool to measure pre-service teacher
self-efficacy in delivering culturally responsive teaching practices; conduct interviews
with administrators and curriculum leaders in the college of education and analyze the
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responses to create emerging themes, and examine the course syllabi available through
open-source from three Midwest universities in the following three categories:
curriculum and instructional planning, classroom management, and cultural diversity
using the CEEDAR matrix tool to determine levels of cultural responsiveness in each
course. Through a descriptive analysis, the researcher hoped to identify the possible
changes that could be made to better prepare pre-service teachers for the diverse
classrooms they will one day serve.
Current data showed that the impact of an increasingly diverse population on U.S.
schools, colleges, and universities is and will continue to be significant (Gay,
2018). Research has shown that U.S. classrooms are experiencing the most significant
influx of immigrant students since the beginning of the 20th century. Approximately
21.5 million new immigrants documented and undocumented settled in the U.S. from
2000 to 2015. Noguera (2003) summarized that all the evidence shows nothing will
change unless we change the culture of schools. Therefore, no matter what curriculum
we introduce or how many structural changes we make, nothing will change if we do not
address the culture of our schools (Noguera, 2003). These findings reinforced the
researcher’s curiosity to investigate further the preparation that pre-service teachers
receive in learning to implement culturally responsive teaching practices.
Culturally responsive teaching was defined as a pedagogy that recognized the
importance of including students' cultural references in all aspects of learning (LadsonBillings, 1994). Ladson-Billings (1994) identified three components of culturally
responsive teaching, (a) the teachers’ conceptions of themselves and others, (b) the
manner in which classroom social interactions are structured, and (c) teachers’
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conception of knowledge. Villegas and Lucas (2002a) described culturally responsive
teachers as those who:
1.

are socioculturally conscious

2.

are favorably disposed to diversity

3.

see themselves as cultural brokers in educational institutions

4.

understand and embrace constructivist views of knowledge, teaching, and
learning

5.

know about the lives of their students

6.

design instruction to draw on students’ strengths and to address their needs
(p. 24)

Kieran and Anderson (2019) further explained that culturally responsive pedagogies
prompt educators to design instruction from the perspective of students' diversity as a
strength rather than a deficit. Research shows that culturally responsive teaching
practices in schools and classrooms are effective in addressing the achievement gap
(Griner & Stewart, 2013). Current research also suggests that most faculty at the
university level in teacher education programs are not prepared to train pre-service
teachers for the complex challenges of a diverse classroom (Keengwe, 2010). These
findings support the purpose of this study and the examination of teacher education
programs and the preparation of pre-service teachers.
Rationale of the Study
Current research conducted at the university level within teacher education
programs was minimal regarding pre-service teacher preparation and culturally
responsive teaching practices. A study conducted in 2006 examined how the
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developmental and educational needs of children with special needs, children of color,
children who are low-income, immigrants, second language learners, and second dialect
speakers are reflected in bachelor’s degree early childhood teacher preparation program
requirements (Ray et al., 2006). Many previous studies have examined the methodology
and implementation of culturally responsive teaching practices in the classroom and how
they impact student achievement and a sense of belonging. However, little research
exists on the preparation that pre-service teachers receive at the university level specific
to culturally responsive teaching practices. Paris (2012) maintained that culturally
responsive pedagogy was necessary but not sufficient on its own and should be extended
whenever possible. He argued that educators need to include and show value in the
cultural characteristics of students from diverse groups while at the same time reflecting
and responding to them. He referred to this concept as culturally sustaining pedagogy.
Ladson-Billings (1994) explained culturally responsive teaching as a pedagogy
that recognized the importance of including students’ cultural references in all aspects of
learning. Culturally responsive teaching practices validate and affirm a student’s culture,
and celebrate who they are in all aspects of teaching and learning in the classroom. Gay
(2018) further explained culturally responsive teaching as validating and affirming
because:


It acknowledges the legitimacy of the cultural heritages of different ethnic
groups, both as legacies that affect students’ dispositions, attitudes, and
approaches to learning and as worthy content to be taught in the formal
curriculum.
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It builds bridges of meaningfulness between home and school experiences as
well as between academic abstractions and lived sociocultural realities.



It uses a wide variety of instructional strategies that are connected to different
learning styles.



It teaches students to know and praise their own and one another's cultural
heritages.



It incorporates multicultural information, resources, and materials and all the
subjects and skills routinely taught in schools. (pp. 62-63)

With a large body of research supporting the positive impact of culturally
responsive teaching, one would question the efforts being made to incorporate these
practices in teacher education programs at the university level. One study published
examined pre-service teacher performance with self-efficacy and beliefs about how
children learn (Jamil et al., 2012). The study concluded that pre-service teachers who
held more progressive, democratic beliefs about how children learn were more confident
about their ability to succeed in the classroom. These findings bring into further question
the preparation that pre-service teachers receive and how they will be prepared to meet
the diverse needs of the learners they will serve in their future classrooms. Bennet (2013)
conducted a study in 2012, examining pre-service teachers’ responses to a group of
diverse students while providing tutoring in reading. Bennet (2013) indicated that some
pre-service teachers recognized students’ unique ways of learning and developed
relationships with them, while other pre-service teachers did not obtain this
understanding from their tutoring experiences. According to Bennet (2013), explicitly
incorporating culturally responsive teaching practices with deep critical reflection was
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essential to facilitating the pre-service teachers’ deeper understanding of culturally
responsive teaching. King et al. (1997) further explained that what is at stake here is
whether pre-service teachers can promote academic achievement and social development
through learning environments that are culturally inclusive, developmentally appropriate,
socially inviting, and democratically organized.
Further research points to the examination of curricular resources and course
syllabi as essential in ensuring the implementation of culturally responsive teaching
practices in the classroom. Research on the content of texts and other instructional
materials shows that many materials provide an inaccurate and absent representation of
diverse cultural groups (Gay, 2018). Gay (2018) explicitly outlined the following
strategies for teachers and students to engage in when examining resources:
 conducting analyses of textbooks, mass media, Internet, literary sources, and
personal narratives;
 exploring how personal backgrounds and environmental factors influence
authors’ scholarship;
 examining multiple ethnic descriptions and interpretations of events and
experiences;
 investigating how different knowledge sources affect teaching and learning;
and
 reconstructing or replacing existing presentations of issues and situations in the
various resources with their own acquired cultural knowledge and insights. (p.
192)
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These practices required teachers and students to critically evaluate the materials and
resources used for instruction. This examination allowed for the correction of any
misrepresentation within the resources while also ensuring the resources validated diverse
students’ histories and lived experiences (Aceves & Orosco, 2014). In addition to
examining curricular resources as part of the culturally responsive teaching pedagogy,
culturally responsive classroom management was beginning to emerge as a critical piece
of the story. Early research on classroom management showed a strong link between
orderly environments and student learning. Effective teachers were skilled in creating
efficient classrooms where students were on task and engaged in their learning. The
emerging literature on culturally responsive classroom management suggested that a
teacher must be able to analyze the role of culture and the role it plays in perceptions of
student behavior. Culturally responsive classroom management fostered the inclusion of
culture as key in creating a classroom that supported and respected students. Garza
(2009) shared “engendering a sense of community, respecting students, and validating
who they are was likely to affect students’ disposition in the classroom and their
motivation to participate in the educational process” (p. 301). Brown (2004) stated that
in cultivating these skills, teachers created a safe environment where students were
invested in their learning and committed to their academic growth.
Hypothesis
Hypothesis 1: There is a difference in the preparation of pre-service teachers
specific to culturally responsive teaching and teacher education programs between three,
four-year universities in the Midwest.
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Research Questions
Research Question 1: How are the curricular components of the teacher education
program in a private Midwest university preparing pre-service teachers to meet the needs
of their future classrooms with culturally responsive teaching practices?
Research Question 2: How should culturally responsive teaching practices be
included in pre-service teacher education programs in a private Midwest university?
Definition of Terms
Achievement Gap: Achievement gaps occur when one group of students (e.g.,
students grouped by race/ethnicity, gender) outperforms another group and the difference
in average scores for the two groups was statistically significant (National Center for
Education Statistics, 2020).
Collaborative Teaching: For the purpose of the study, collaborative teaching is a
term that encompasses multiple teaching strategies involving educators working in
tandem to lead, instruct and mentor groups of students that are implemented across all
instructional levels and subject areas.
Critical Race Theory: An academic concept with the core idea that race is a
social construct, and that racism is not merely the product of individual bias or prejudice,
but also something embedded in legal systems and policies (Delgado & Stefancic, 2017)
Critical Thinking: For the purpose of the study, critical thinking is a term
defined as providing students with the skills and opportunities to understand and take
charge of their own learning. These skills often foster a student’s ability to view and
question the world from differing perspectives based on their prior knowledge and the
application of knowledge.
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Culturally Responsive Teaching: Culturally responsive teaching is a pedagogy
that recognizes the importance of including students' cultural references in all aspects of
learning (Ladson-Billings, 1994).
The Culturally Responsive Teaching Self-Efficacy Scale: The Culturally
Responsive Teaching Self-Efficacy Scale (CRTSE) was designed to elicit information
from pre-service teachers regarding their self-efficacy in executing specific culturally
responsive teaching tasks (Siwatu, 2011).
High Expectations: For the purpose of the study, high expectations is a term
defined as tasks that are engaging and of high interest, that build self-esteem, increase
confidence, and improve academic performance.
Instructional Engagement: Instruction that draws from students’ relevant
schemas, background knowledge, and home languages; allowing students to practice
what they are taught (August & Shanahan, 2006).
Modeling: For the purpose of the study, modeling is a term defined as showing
students how to perform a skill while describing each step with a rationale. This provides
students with both a visual and verbal example of the stated expectation.
Multicultural Awareness: For the purpose of the study, multicultural awareness
provides teachers with the skills to gain greater self-awareness of themselves and others,
aiding in the examination of personal bias and the challenging of stereotypes.
Pre-service Teacher: For the purpose of the study, the pre-service teacher is
defined as a student enrolled in the teacher education program for their undergraduate
degree at a four-year university.
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Responsive Feedback: For the purpose of the study, responsive feedback is
defined as supporting students in understanding a task and how to improve their
performance. Responsive feedback enables teachers to see how their instructional
practices can be improved and which instructional methods are the most effective.
Social Justice: For the purpose of the study, social justice in education is defined
as a commitment to challenging social, cultural, and economic inequalities imposed on
individuals arising from any differential distribution of power, resources, and privilege.
Study Limitations
Participant Size
The size of pre-service teacher participants in the self-efficacy survey and
university faculty interviews were a limitation of the study. The researcher’s original
study included 300-600 pre-service teacher participants in the survey in addition to
university faculty from five Midwest Universities. As the study progressed, the
researcher could only conduct the study in one of the five initial universities identified.
This factor impacted the number of pre-service teachers who responded to the survey, in
addition to the number of university faculty interviewed. In addition to participant size,
the researcher did not collect data that could be disaggregated by race, gender, or age.
These data could have provided further insight into areas for future study.
Assumptions with Definition of Terms
The term “culturally responsive teaching practices” is referred to throughout the
study. For the purpose of the study, the term is defined as a pedagogy that recognizes the
importance of including students' cultural references in all aspects of learning (LadsonBillings, 1994). Without a common understanding of the term by all participants,
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responses provided in the pre-service teacher self-efficacy survey and the administrator
and curriculum leader interviews were based on the individual’s definition of the term.
This finding may have skewed responses.
Participants
This study did not include the perspectives or voices of students in the K-12
classroom. It instead included the voices of pre-service teachers, administrators, and
curriculum leaders from the college of education in a private Midwest university.
Summary
The purpose of this study was to examine the preparation of pre-service teachers
in teacher education programs specific to culturally responsive teaching practices. For
over 50 years, efforts have been made in education to shed light on research-based
instructional strategies and practices that meet the needs of all learners. The research has
shown that an effort has been made to incorporate culturally responsive teaching
practices into the classroom, but when done in isolation will not lead to real systematic
change in education (King et al., 1997). These topics were addressed in Chapter Two
within a review of the current literature.
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Chapter Two: Review of Literature
Introduction
Adequately preparing pre-service teachers for the diverse classrooms and students
they will one day serve continues to be an area of great interest and importance for
understanding student achievement, equity, and inclusion. The research has shown that
pre-service teachers need a deep level of cultural awareness in addition to a culturally
responsive teaching pedagogy to be effectively prepared to serve the students they will
teach (Gay, 2018; Hollie, 2017; Ladson-Billings, 2015). A deep understanding of culture
and the role it plays in education were important in preparing the pre-service teacher.
Culturally responsive teaching was defined as a pedagogy that recognized the importance
of including students' cultural references in all aspects of learning (Ladson-Billings,
1994). Hammond (2015) explained culture through a model known as the culture tree.
The culture tree describes and gives examples of surface, shallow, and deep culture.
These different levels of culture helped to explain how trust and understanding were
developed, how emotion was deeply connected to culture and the importance of how an
individual’s worldview or schema were developed. According to Delgado and Stefancic
(2017), the introduction of critical race theory in education was necessary to help
examine and identify areas of inequity. Noguera (2003) explained that all the evidence
shows that unless we change the culture of our schools to be representative and inclusive,
nothing will change at all. Constructing a new culture requires a deep understanding of
the current culture. Investigating and reviewing educational policy, federal and state law,
curriculum and instruction, and access to opportunities are all areas to study for a deeper
understanding of the current education system’s culture. But no matter what curriculum
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we introduce, or how many structural changes we make to an organization, if we do not
transform the beliefs, the norms, and the relationships, nothing will change (Noguera,
2003). An understanding of the profoundly complex history of education in America was
seen as necessary for improving the current culture of education and adequately preparing
the pre-service teacher for the ever-growing diversity in the American classroom.
Organization of the Literature
The literature review begins with a look at the increasingly diverse makeup of the
U.S. classroom and an examination of the predominately white teaching force that
supports it. Furthermore, there is a review of the literature on culturally responsive
teaching practices and curriculum and the role they play in the preparation of pre-service
teachers. The chapter concludes with a review of the literature on critical race theory and
education.
The Increasingly Diverse American Classroom
Delpit (1995) wrote:
Why do the refrains of progressive educational movements seem lacking in the
diverse harmonies, the variegated rhythms, and the shades of tone expected in a
truly heterogeneous chorus? Why do we hear so little representation from the
multicultural voices which comprise the present-day American educational
scene?. (p. 25)
The increasing diversity in U.S. classrooms continues to grow, with a rise in
immigrant and other minority students (Taylor et al., 2016). According to the U.S.
Census Bureau (2015), by the year 2040, white non-Hispanics will make up less than half
of the school-aged population. In 2010, the Hispanic population was projected to account
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for 43% of the population growth in the U.S. In 2018 the US Department of Education
produced a report containing the race and ethnicity of the nation’s public-school teachers.
The U.S. Department of Education data shows that in the 2017–18 school year, 79% of
public-school teachers were White and non-Hispanic; 7% of public-school teachers were
Black and non-Hispanic; in schools where the majority of students were White, over 90%
of teachers were White; in schools which a majority of students were Black, more than
36% of teachers were Black and 54% were White. The U.S. Department of Education
data showed that most of the teachers were White in schools where most of the students
were Hispanic (54%), Black (54%), Asian (60%), or American Indian/Alaska Native
(61%) (U.S. Department of Education, 2018). These data are represented in Figure 1.
Figure 1
Percentage Distribution of Teachers by Race/Ethnicity: 2017-2018

Note: Teachers include both full-time and part-time teachers. Detail may not sum to
totals because of rounding. U.S. Department of Education, National Center for Education
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Statistics, National Teacher and Principal Survey, “Public School Teacher Data File,”
2017–2018.
In schools where most of the students were White, over 90% of the teachers were
white; schools in which a majority of students were Black, more than 36% of the teachers
were Black and 54% were White; the majority of teachers were White in schools where a
majority of students were Hispanic, Black, Asian, or American Indian/Alaska Native
(U.S. Department of Education, 2018). These data are represented in Figure 2.
Figure 2
Percentage Distribution of Teachers, by Race/Ethnicity and the Race/Ethnicity of
Students at Their School: 2017-2018.

Note: Teachers include both full-time and part-time teachers. Detail may not sum to
totals because of rounding. U.S. Department of Education, National Center for Education
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Statistics, National Teacher and Principal Survey, “Public School Teacher Data File,”
2017–2018.
Current data showed that the influence of an increasingly diverse population in
U.S. schools, colleges, and universities is and will continue to be enormous (Gay,
2018). Classrooms across the U.S. are experiencing the largest influx of immigrant
students since the beginning of the 20th century. Approximately 21.5 million new
immigrants documented and undocumented settled in the U.S. in the years from 2000 to
2015. These data show the need for pre-service teachers to be adequately prepared to
meet the needs of the diverse learners they will one day serve.
Culturally Responsive Teaching Practices
Culturally responsive teaching was defined as a pedagogy that recognized the
importance of including students' cultural references in all aspects of learning (LadsonBillings, 1994). Ladson-Billings (1994) identified three components of culturally
responsive teaching: (a) the teachers’ conceptions of themselves and others, (b) the
manner in which classroom social interactions are structured, and (c) teachers’
conception of knowledge. Villegas and Lucas (2002a) described culturally responsive
teachers as those who:
1.

are socioculturally conscious

2.

are favorably disposed to diversity

3.

see themselves as cultural brokers in educational institutions

4.

understand and embrace constructivist views of knowledge, teaching, and
learning

5.

know about the lives of their students
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design instruction to draw on students’ strengths and to address their needs
(p. 24)

Kieran and Anderson (2019) further explained that culturally responsive pedagogies
prompt educators to design instruction from students’ diversity as a strength rather than a
deficit. Research shows that culturally responsive teaching practices in schools and
classrooms effectively address the achievement gap (Griner & Stewart, 2013). Current
research also suggests that pre-service teachers are not equipped to meet the needs of the
diverse classrooms they will one day serve (Keengwe, 2010). And more than 80% of the
teachers who will enter classrooms in an urban setting will be inexperienced, middleclass White European Americans (Ladson-Billings, 2015). While the change in the
demographics of classrooms was not a problem itself, the problem was in how teachers
responded to that change, primarily when there was a mismatch between teachers’ and
students’ cultural backgrounds (Brown, 2004).
Additionally, caring was seen as an essential component of a culturally responsive
teaching pedagogy. Gay (2018) classified caring as critical to culturally responsive
teaching. She categorized caring into four pedagogical themes: predominant teacher
attitudes and expectations toward ethnically and culturally different students; effects of
teacher expectations on instructional behaviors and students’ achievement; and becoming
more culturally competent in classroom caring. She stated that most educators agreed
that caring was essential to teaching and learning. However, characterizing and
universally defining what care looked like was far more complicated. She argued the
importance of understanding the difference between “caring for” and “caring about”
students. “The intended outcomes of “caring for” are improved competence, agency,
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autonomy, efficacy, and empowerment of ethnically, racially, and culturally diverse
students in school settings and elsewhere” (p. 58). Caring for students from a perspective
of their cultural background builds a framework fostering academic and social-emotional
growth. When teachers honor and humanize a student’s culture and lived experience,
they encourage the development of the student’s highest potential. Garza (2009) research
demonstrated the importance of listening to students and their needs and caring for
students based on their responses. In Hattie and Zierer’s (2017) research of over 300
million students, he discovered that students with high levels of self-efficacy have the
potential to accelerate their achievement considerably during one academic year. In
addition to high levels of self-efficacy, the research showed that positive teacher-student
relationships are essential in accelerating student achievement. Both influences reiterate
the important role that care plays in student achievement. Gay (2018) characterizes
caring through an abundance of culturally responsive caring actions. These culturally
responsive caring actions are described as:


providing spaces and relationships where ethnically diverse students feel
recognized, respected, valued, seen, and heard;



promoting cultural, communal, and political integrity and solidarity among
different ethnic and cultural groups;



being academically demanding but personally supportive and encouraging;



treating everyone with equal human worth;



teaching ethnic, racial, and cultural knowledge, identity, and pride;
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providing intellectually challenging and personally relevant learning
experiences for socially, ethnically, racially, and culturally diverse students.
(pp. 62-63)

Hammond (2015) referenced the Ready for Rigor framework as a model that supports
teachers with a deeper understanding of culture and the application of culturally
responsive teaching pedagogy. The framework was divided into awareness, learning
partnerships, information processing, and a community of learners, and a learning
environment. Each component of the framework was founded in brain-based research.
The first practice was awareness. Awareness was defined as understanding one’s own
culture and bias and how it manifested itself in teaching and learning. The second
practice was learning partnerships. Learning partnerships were defined as understanding
the human need for connection and community and their essential role in education. The
brain was hard-wired for connection, and these connections fostered engaging learning
environments with high expectations (Hammond, 2015). The third practice was
information processing. Information processing was defined as an understanding of how
to arrange learning in a culturally responsive manner. The fourth practice was
community building. Community building was defined as incorporating universal
themes of culture into the learning environment in a caring manner to demonstrate the
value of each student (p. 17).
Furthermore, one study found that students strongly preferred teachers who
included their culture, history, and language into daily classroom activities and learning
(Freng et al., 2007). These findings should be noted, as students who were part of a
minority group had also reported experiencing higher levels of racism, discrimination,
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and stereotyping because of their home culture or native heritage (Hare, 2011). These
findings reinforced the importance of culturally responsive teaching practices for all
students. Cuban (1972) was an educator, activist, and scholar who taught in the
Washington D.C. public schools. He expressed that “educators often forget that the first
signs of student protest are not placards and sit-ins but yawns” (Cuban, 1972, p. 273).
Hammond (2015) summarized, “this means that as culturally responsive teachers, our
focus has to be on shifting mindset rather than on trying to force engagement or cajole
students’ motivation” (Hammond, 2015, p. 110). Student engagement and learning was
proven to increase when the content was relevant to the students’ home culture and
learning style.
Barrett-Zahn (2021) discovered that, “at the heart of culturally responsive and
relevant teaching is a willingness to listen, reflect, and celebrate the richness that cultural
and linguistic diversity has to offer” (p. 6). Gay (2002) agreed with this perspective as
well, stating that culture “encompasses many things, some of which are more important
for teachers to know than others because they have direct implications for teaching and
learning” (Gay, 2002, p. 107). She indicated that teachers should know the following (a)
which ethnic groups give priority to communal living and cooperative problem solving
and how these preferences affect educational motivation, aspiration, and task
performance; (b) how different ethnic groups’ protocols of appropriate ways for children
to interact with adults are exhibited in instructional settings; and (c) the implications of
gender role socialization in different ethnic groups for implementing equity initiatives in
classroom instruction (Gay, 2002). Research has shown that pre-service teachers
progress in their instruction, approach, and mindset over time and through experiences
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(Bennett, 2013; Cushner et al., 2021; Hale, 2008). As pre-service teachers gain greater
self-awareness, they often gain insights into their own biases around linguistic,
socioeconomic, and other cultural stereotypes.
No single program or experience exists that can expedite the culmination and
deep understanding of another’s culture. Cultural norms are learned through
socialization. These cultural norms guide human behavior and provide a framework to
help better understand the behavior of others. One primary function of schooling has
always been to help socialize children and learn cultural norms (Cushner et al., 2021). A
critical component of culturally responsive teaching was knowing a child and their family
well enough to know their daily life (Ashbrook, 2021; Farinde-Wu et al., 2017;
Weilbacher, 2012). In many instances, children’s lives depended on teachers who knew
and appreciated the cultures from which they came (Thomas et al., 2020). Hammond
(2015) used the culture tree to describe the different levels of culture and gave examples
of surface, shallow, and deep culture.
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Figure 3.
Surface, shallow, and deep culture

Note: Hammond (2015) visually explains surface, shallow, and deep culture (2015,
p. 24).
Ladson-Billings (1994) defined culturally responsive teaching as a pedagogy that
recognizes the importance of including students’ cultural references in all aspects of
learning. Culturally responsive teaching validates and affirms the student’s culture and
celebrates who they are through teaching and learning in the classroom. Gay (2018)
further explained that culturally responsive teaching was validating and affirming
because
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It acknowledges the legitimacy of the cultural heritages of different ethnic
groups, both as legacies that affect students’ dispositions, attitudes, and
approaches to learning and as worthy content to be taught in the formal
curriculum.



It builds bridges of meaningfulness between home and school experiences as
well as between academic abstractions and lived sociocultural realities.



It uses a wide variety of instructional strategies that are connected to different
learning styles.



It teaches students to know and praise their own and one another's cultural
heritages.



It incorporates multicultural information, resources, and materials and all the
subjects and skills routinely taught in schools. (pp. 62-63)

Hammond (2015) demonstrated the importance of culturally responsive teaching in the
classroom through the culture tree.
Hammond (2015) stated that a general understanding of cognitive development
and mindset were essential to understanding culturally responsive teaching. Components
of an academic mindset for students in a culturally responsive classroom included the
following four categories for consideration: I belong to this academic community; I can
succeed at this; my ability and competence grow with my effort; and this work has value
for me (Hammond, 2015). She determined that students needed to see themselves as
important members of both the social and academic community. Students needed to
inherently believe that they were good or could be successful in completing academic
tasks. These beliefs fostered the skills of perseverance. Students also needed to make
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strong connections between effort and learning to help them develop a growth mindset.
And lastly, academic work needed personal connections for students. The work must be
seen as something that students valued or found essential to help them make connections
to their learning.
Figure 4
Components of Academic Mindset

Note: Components of an Academic Mindset from Hammond (2015, p. 109).
Hammond (2015) analyzed the direct connection between culturally responsive teaching
and Dweck’s (2013) research on cognitive development and mindset.
Dweck (2013) wrote that what we believe about ourselves as learners and what
we believe about our ability as learners was at the core of our motivation to learn. Her
research on mindset magnified the importance of incorporating culturally responsive
teaching practices into the classroom. The mindset of a student was directly impacted
when seeing their home and native cultures in the curriculum and daily instruction, as it
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develops a fixed mindset or growth mindset about who they are and what they can learn.
Figure 5 shows the difference between a fixed and a growth mindset.
Figure 5
Two Mindsets

Note: Dweck’s (2016) visual model of a fixed mindset: intelligence is static, versus a
growth min-set: intelligence can be developed (p. 116).
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Culturally responsive teaching was identified as a multidimensional pedagogy. It
encompassed curricular content, learning styles, classroom environments, relationships,
instructional strategies, classroom management, and assessments (Gay, 2018). Students
were empowered to share their voice, their learning, and their culture in environments
where they were authentically and fully valued. Culturally responsive teaching can be
transformative in that defies traditional pedagogy and practices. It encouraged teachers
to view their students’ culture through a lens of contribution and strength while
incorporating teaching strategies rooted in high expectations for every student.
Hammond (2015) explained that neither high expectations nor a kind heart can do the job
alone. She explained that effective educators are “warm demanders” who build authentic
relationships with students while simultaneously holding them to high expectations and
demanding deep engagement with learning and the content. Additionally, she described
that a warm demander encourages productive struggle and shows personal regard for
students by inquiring about important people and events in their lives (Hammond, 2015).
Culturally responsive teaching was liberating because students saw themselves in their
educational experience and were no longer confined to the boundaries of the dominant
culture (Hammond, 2015).
Furthermore, Diamond and Moore (1995) investigated the key roles and
responsibilities of culturally responsive teachers. These key roles and responsibilities
were divided into three categories: cultural organizers, cultural mediators, and
orchestrators of social contexts for learning. As cultural organizers, teachers must
intimately know and understand the role culture plays in the dynamics of the daily
classroom while maintaining high expectations for all students. It was critical that the

AN EXAMINATION: CULTURALLY RESPONSIVE TEACHING PRACTICES

28

ethos of a school deeply valued the voices and experiences of all students. In the role of
cultural mediator, Gay (2018) explained that teachers saw themselves as pivotal in
“providing opportunities for students to engage in critical dialogue about conflicts among
cultures and to analyze inconsistencies between mainstream cultural ideals/realities and
those of different cultural systems” (p. 52). Hess (2009) indicated that teachers needed to
thoughtfully prepare to mediate such topics in their classrooms. She stated the topic of
discussion should be deeply connected to the content in the curriculum, significant in that
it affects many people, and use high-quality curricular resources that already exist; this
lessens the burden for the teacher to prepare materials for the students. Hess (2009)
noted that teacher and student preparation was vital to the student as a learner and the
teacher’s success as a cultural mediator. The final key role that Diamond and Moore
(1995) highlighted was the orchestrator of social contexts. As the orchestrator of social
contexts, the teacher must deeply understand culture's value and complexity in learning.
The teacher’s ability to connect a student’s culture to their education was essential in
serving as the orchestrator of social contexts. “Culturally responsive pedagogy validates,
facilitates, liberates, and empowers ethnically diverse students by simultaneously
cultivating their cultural integrity, individual abilities, and academic success” (Diamond
& Moore, 1995, p. 53).
Similarly, Hollie (2017) explained that when teachers validate, affirm, build, and
bridge with students and their home culture, learning and engagement increase. The
VABB philosophy was grounded in his rings of culture and 16 identified cultural
behaviors; both helped educators to examine their bias and become more culturally
responsive with their classroom instruction. The 16 cultural behaviors he identified were
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eye contact, proximity, kinesthetic, collaborative, spontaneous, pragmatic language,
realness, conversational patterns, orality and verbal expressiveness, sociocentrism,
communalism, subjective, the concept of time, dynamic attention span, field-dependent,
and immediacy. For example, Hollie (2017) explained eye contact as a cultural behavior,
specifically if and how long an individual maintained eye contact. Maintaining eye
contact was usually seen as a positive behavior in America, representing confidence,
respect, and engagement. The same was said for Western European cultures as well. In
some Middle Eastern cultures, eye contact was only appropriate with the same sex, due to
Muslim religious law. In Asia, Latin America, and Africa, maintaining eye contact is
interpreted as impolite and a challenge to authority. Hollie’s research and methodology
supported the notion of a teachers’ deep understanding of the 16 cultural behaviors and
their foundation in developing a culturally responsive teaching pedagogy. These 16
cultural behaviors aided teachers in becoming competent cultural organizers of their
classrooms.
Culturally Responsive Teaching and Curriculum
In addition to a broad knowledge base of ethnic and cultural diversity, teachers
needed to understand how to convert it into a culturally responsive curriculum and
instructional strategies (Gay, 2002). Culturally responsive teachers were socioculturally
conscious, they had affirming views of students from diverse backgrounds, saw
themselves as responsible for and capable of bringing about change to make schools
more equitable, understood how learners constructed knowledge and could promote
knowledge construction, knew about the lives of their students, and designed instruction
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built on what their students already knew while pushing them beyond the familiar
(Villegas & Lucas, 2002b).
The examination of curricular resources and course syllabi were critical
components to ensuring the development of a culturally responsive teaching pedagogy.
The innovation configuration matrix tool for culturally responsive teaching was a guide
created by the Collaboration for Effective Educator, Development, Accountability, and
Reform Center (CEEDAR). The CEEDAR (Aceves & Orosco, 2014) matrix was “used
to evaluate course syllabi and helped teacher preparation leaders ensure that they
emphasized proactive, preventative approaches instead of exclusive reliance on behavior
reduction strategies” (p. 6). The CEEDAR matrix tool was made up of 14 themes aligned
with culturally responsive teaching practices. The 14 themes in the matrix are used to
analyze a course syllabus and support teachers in explicitly including culturally
responsive teaching practices in their curriculum and instruction. The 14 identified
themes were instructional engagement, culture, language, and racial identity,
multicultural awareness, high expectations, critical thinking, social justice, collaborative
teaching, responsive feedback, modeling, instructional scaffolding, problem-solving
approach, child-centered instruction, assessment, and materials. A review and
explanation of each instructional theme is reviewed further here.
Instructional Engagement
Student engagement increased when curricular resources and instructional
strategies were responsive to a student’s home language and culture (August &
Shanahan, 2006). Garza (2009) revealed, “too often we interpret student apathy and
disrespectful behavior as signs of uncaring attitudes toward school” (p. 317). These
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behaviors may very well be a symptom indicating a more significant issue within the
education system. The lack of or non-existence of a student’s home language and culture
within the curricular resources and instructional materials directly impacts engagement
and learning.
Culture, Language, and Racial Identity
A student’s cultural and linguistic experiences and racial identity largely shape
who they are in the world. Language in any culture is the primary means used to
communicate and establish norms. Research showed that students’ academic
performance increased when they were able to read and learn in the language they knew
best, their home language (Gay, 2018).
Multicultural Awareness
Culturally responsive teaching requires educators to examine their own biases and
understand their own culture critically. A level of cultural humility, which is defined by
Tervalon and Murray-García (1998) as a lifelong commitment to self-evaluation and
critique was necessary to serve all students effectively. Multicultural awareness and selfevaluation allowed pre-service teachers to continuously build the skills needed to support
the diverse classrooms of the future.
High Expectations
Maintaining high expectations for all students is defined as clear communication
with what students should know and be able to do. Explicit instruction is rooted in
culturally responsive teaching practices. High expectations within the delivery of
culturally responsive teaching and curriculum reinforced the standard of learning for all
students.
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Critical Thinking
Culturally responsive teaching facilitates critical thinking for all students. Critical
thinking fosters thinking for oneself, developing ideas based on deep analysis, and
applying one’s learning through practical application (Diaz-Rico, 2013).
Social Justice
Social justice was defined as an intentional awareness on the teacher’s behalf of
the current and historic political challenges that schools, communities, society, and the
world face. The key reason for social justice to be a part of culturally responsive
teaching is that “students learn to critically examine their world, to read their world, and
then to take such action as they understand is needed” (Christensen & Karp, 2003, p.
658). Christensen and Karp (2003) stated that a social justice classroom should include
the following: grounded in the lives of our students; critical in its approach to the world
and itself; multicultural, anti-bias, pro-justice; participatory and experiential; hopeful,
joyful, kind, visionary; activist; academically challenging and; culturally competent.
When examining culturally responsive teaching, curriculum, or pedagogy it is important
to note they all strongly embrace social justice and the classroom as a site for social
change (Aronson & Laughter, 2016).
Collaborative Teaching
Collaborative teaching was defined as the foundation of culturally responsive
teaching. It takes into consideration the style of each learner in the classroom and is
culturally responsive in the instructional approach. Incorporating and using instructional
strategies such as multisensory, sociocentric, explicit, differentiated, reciprocal teaching,
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modeling, and practice are all methods of instruction that reinforce collaborative teaching
(Hattie & Zierer, 2017; Hollie, 2017).
Responsive Feedback
Responsive feedback provides students with the timely responses that are needed
to reinforce learning and correct errors early. Feedback is a powerful tool that plays an
influential role in student achievement. Hattie and Zierer’s (2017) meta-analysis of over
80,000 studies and 300 million students stated that feedback has a .70 effect size,
meaning feedback has the potential to accelerate student achievement if done
considerably well.
Modeling
Modeling is viewed in many cultures as the primary way of learning. Culturally
responsive modeling provides students with an example to reference, outlines clear
expectations, bridges cultural and linguistic differences, and chunks material to support
the step-by-step learning process (Hattie & Zierer, 2017; Hollie, 2017).
Instructional Scaffolding
Instructional scaffolding is the teacher’s ability to scale the learning to support
students’ needs. In Garza’s (2009) research, students expressed that caring teachers
provided scaffolding during teaching, reflected a kind disposition through their actions,
are always available to the student, show a personal interest in the student’s well-being
inside and outside the classroom, and provide adequate academic support in the
classroom setting. Scaffolding is a critical component of culturally responsive teaching.
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Problem-Solving Approach
Understanding a problem-solving approach requires a general understanding of
cognitive load theory. An essential component of cognitive load theory is knowledge of
the working memory’s limited cognitive capacity and its connection to long-term
memory (Baddeley & Hitch, 1974).
Culturally responsive problem-solving intentionally teaches students how to
question, challenge, and impact change. A student’s confidence level to engage in a
problem-solving approach was shown to be directly tied to a student’s mindset (Dweck,
2013).
Child-Centered Instruction
Fundamentally at the heart of culturally responsive teaching is child-centered
instruction. Child-centered instruction is defined as progressive and shifts the focus from
the teacher to the student. It creates a classroom environment that is responsive to
different learning styles while offering opportunities for student choice. This approach
validates and affirms students as individuals through acknowledging their home culture
(Hollie, 2017).
Assessments
Culturally responsive assessments take into consideration the learning style and
language of a student’s culture. The purpose of any assessment is to understand what
students know and are able to do. Gay (2013) further explained how learning is shown
over time through task performance and is not necessarily shown at a specific moment in
time with one skill. Traditional forms of assessment need to be reimagined to be
culturally responsive.
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Materials
Research on the content of texts and instructional materials shows that many
materials provided a poor, inaccurate, and absent representation of diverse cultural and
linguistic groups (Gay, 2003). Gay (2003) outlined the following strategies for teachers
and students to ensure their texts and materials were culturally responsive.
 conducting analyses of textbooks, mass media, Internet, literary sources, and
personal narratives;
 exploring how personal backgrounds and environmental factors influence
authors’ scholarship;
 examining multiple ethnic descriptions and interpretations of events and
experiences;
 investigating how different knowledge sources affect teaching and learning; and
 reconstructing or replacing existing presentations of issues and situations in the
various resources with their own acquired cultural knowledge and insights. (p.
192)
These practices allow teachers and students to critically evaluate the materials and
resources used to guide instruction, correct any misrepresentation, and validate diverse
students’ histories and lived experiences (Aceves & Orosco, 2014). Culturally
responsive teaching is noted to be the foundation for personally connecting students to
their learning. This personal connection makes the learning relevant and the instruction
responsive to the students in the classroom. Teachers who develop a culturally
responsive teaching pedagogy incorporate collaborative teaching methods, kinesthetic
activities; and integrate resources and materials that reflect diverse cultures and
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languages. Gay (2018) stated, “even without our being consciously aware of it, culture
strongly influences how we think, believe, communicate, and behave, and these, in turn,
affect how we teach and learn” (p. 8). Culturally responsive teaching connects learning
to a student’s culture and lived experiences. Gay (2018) indicated that the key to
unleashing any student's cultural and academic brilliance could be found in culturally
responsive teaching (Gay, 2018). The research clearly showed that teachers who were
culturally responsive and implemented a pedagogy of culturally responsive teaching
practices in their classroom were able to effectively meet the needs of all students (Carey,
2018; Delpit, 1995; Gay, 2018; Hollie, 2017; Ladson-Billings, 1994).
Therefore, a culturally responsive curriculum has been shown to directly impact
and support the efforts of culturally responsive teaching. Gay (2018) observed six key
factors influencing a culturally responsive teaching pedagogy and curriculum.
1. Curriculum content is crucial to academic performance and is an essential
component of culturally responsive pedagogy.
2. The most common source of curriculum content used in classrooms is
textbooks. Therefore, the quality of textbooks is an important factor in student
achievement and culturally responsive teaching.
3. Curriculum content that is meaningful to students improves their learning.
4. Relevant curriculum content for teaching African-American, Latino
American, Asian American, and Native American students includes
information about the histories, cultures, contributions, experiences,
perspectives, and issues of their respective ethnic groups.
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5. Curriculum content is derived from various sources, many of which exist
outside the formal boundaries of schooling.
6. There are many different kinds of curricula: they offer different, but
important, challenges, opportunities, and entrées for doing culturally
responsive teaching. (p. 143)
Pre-Service Teacher Preparation
With a large body of research supporting the impact and importance of culturally
responsive teaching, one would question the efforts made to incorporate these practices
into pre-service teacher education programs at the university level. The research
conducted at the university level within teacher education programs was minimal
regarding pre-service teachers’ preparation with culturally responsive teaching practices.
Ray et al. (2006) conducted a study that examined early childhood education and the
developmental and educational needs of children with special needs, children of color,
children who are low-income, immigrants, second language learners, and second dialect
speakers and how they were reflected in bachelor’s-degree early childhood teacher
preparation program requirements. Many previous studies have examined the
methodology and implementation of culturally responsive teaching practices in the
classroom and their impact on student achievement and a sense of belonging; however,
very little research existed on culturally responsive teaching and the preparation that preservice teachers received during their teacher education program. Paris (2012)
maintained that culturally responsive pedagogy was necessary but not sufficient and
should be extended. They argue that educators also needed to sustain the cultural
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characteristics of students from diverse groups and reflect or respond to them. They
called this concept “culturally sustaining pedagogy.”
Furthermore, the research demonstrated the level of support needed for preservice teachers to feel competent in implementing culturally responsive teaching
practices. Bergeron (2008) suggested that pre-service teachers needed instructional and
experiential modeling of culturally responsive teaching practices. Pre-service teachers
needed support systems that included culturally competent administrators, researchbased, high-quality professional development, and most importantly, permission to take
risks. She shared that those in charge of preparing pre-service teachers at the university
level should intimately understand the realities and challenges the pre-service teachers
will face in their future classrooms. Bergeron (2008) explained, “culturally responsive
teachers bridge the gap between school and the students’ homes by adapting instruction
to meet the learning needs of all students and providing consistency with the values of
students’ own cultures” (p. 7).
Additionally, Villegas and Lucas (2002b) researched ways to rethink curriculum
through a multicultural and inclusive lens. They argued that rethinking the curriculum
would require teacher education programs to incorporate culturally responsive teaching
practices throughout the entire pre-service teacher’s educational experience compared to
one or two random courses. They proposed six strands that defined a culturally
responsive teacher and curriculum. The first strand was sociocultural consciousness.
Sociocultural consciousness is defined as the understanding of social order and the role it
played in influencing one’s perspective of the world. The second strand was affirming
attitudes toward students from culturally diverse backgrounds. Affirming attitudes
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towards students from culturally diverse backgrounds was explained as a teachers’ ability
to see cultural differences as strengths and opportunities for increased engagement and
learning. The third strand was a commitment and the skills to act as agents of change.
Commitment and skills to act as agents of change were defined as the teachers’ ability to
understand their position of power and influence in the classroom, school, and larger
community. The fourth strand was constructivist views of learning. Constructivist views
of learning were defined as a deep understanding of different learning styles and the
ability to respond and implement instruction to meet the needs of different learning
styles. The fifth strand was learning about students. Learning about students requires the
teacher to take a genuine interest in students in and out of the classroom. The sixth strand
was culturally responsive teaching practices. Culturally responsive teaching practices
were defined as using the student’s home culture to build on existing knowledge and to
push a student’s learning. Villegas and Lucas (2002b) thought, “this vision is needed to
give conceptual coherence to the preparation of teachers for diversity throughout the
teacher education curriculum” (p. 30).
Jamil et al. (2012) examined pre-service teacher performance with self-efficacy,
children’s learning beliefs, and teacher program completion. The study revealed that preservice teachers who held more progressive, democratic beliefs about how children
learned, were more confident about their ability to succeed in the classroom. These
findings bring into question the preparation that pre-service teachers received during their
teacher education programs and how they will learn to intentionally meet the diverse
needs of the learners in their future classrooms. In 2013 Bennet conducted a study
examining generative learning in a service-learning project and field-based teacher
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education program. The study examined the responses of pre-service teachers to diverse
groups of students while providing tutoring in reading. Bennet (2013) indicated that
while some pre-service teachers in her study recognized learners’ unique ways of
learning and developed relationships with the students, many pre-service teachers did not
transfer this understanding beyond their tutoring experiences. Bennet (2013) stated that
incorporating explicit culturally responsive teaching practices and scaffolding pre-service
teachers’ critical reflection was essential to deepening their understanding of culturally
responsive teaching. King et al. (1997) stated what is at stake is whether pre-service
teachers can promote academic achievement and social development by learning to create
environments in their classrooms that are culturally inclusive, developmentally
appropriate, socially inviting, intellectually enticing, and democratically organized.
Culturally responsive teaching practices included democratic and effective
classroom management. The connection between classroom management and student
engagement has been researched for years. Emmer et al. (1980) indicated that routines
and expectations at the beginning of the school year correlated to greater student
engagement and higher levels of learning. Marzano (2003) defined effective classroom
management as instruction occurring without interruptions and disruptions. The
classroom environment that was identified as conducive to optimal learning was one
where students felt safe to take risks and make mistakes. He further explained the impact
of an effective teacher and a student’s education. Students who had highly effective
teachers were likely to grow 52% in their achievement during one year. Students with
ineffective teachers were likely to grow only 14% in their achievement during one year,
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and 6% of that growth is due to maturation and development. This growth is shown in
Figure 6.
Figure 6
Impact of teacher effectiveness on student achievement

Note: Marzano’s research on gains related to teacher effectiveness (Marzano et al., 2003,
p. 2).
Yet pre-service and novice teachers continued to identify classroom management along
with navigating cultural complexities as a significant area of concern as they entered the
teaching force (Hertzog, 2002; Hooks 1994).
In Culturally and Linguistically Responsive Teaching and Learning, Hollie (2017)
defined culturally responsive classroom management as a system built on the Three Rs:
rapport, relationship, and respect. He defined rapport as a special connection based on
care and concern between the student and the teacher; relationships as the trust that is
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built between student and teacher; and respect as a student’s confidence level in a
teacher’s ability to convey knowledge. He further described the three most common
styles of classroom management as authoritarian, permissive, and democratic. Hollie
(2017) explained that the democratic style aligns best with culturally responsive teaching,
as it provides students with the opportunity to develop a love of learning. “Students will
respond more positively to the democratic approach when there is an established respect
for the teacher, and understood rapport between the student and the teacher, and a
developing bonding relationship” (Hollie, 2017, p. 65). He also recognized the role of
positive, proactive, and preventative behavior in a teacher’s ability to manage a
classroom in a culturally responsive way effectively. He explained positive behavior as a
feeling of unconditional care for each student, proactive behavior as the teacher’s ability
to respond thoughtfully instead of reacting in situations, and preventive as thinking about
situations and acting before they occur. The research supported that a lack of culturally
responsive classroom management perpetuates a cultural gap between students and
teachers.
Research showed that higher education efforts have grown in examining methods
that prepare pre-service teachers for the diversity of their future classrooms (Conklin,
2008; Djonko-Moore & Traum, 2015; Gay, 2003; Hutchison & McAlister-Shields, 2020;
Lenski et al., 2005). The preparation of pre-service teachers has usually been in the form
of traditional multicultural education coursework and commonly led to one of the three
following conditions: (a) a curriculum centered on the dominant culture, which ignores
bias and fails to address inequity; (b) a curriculum which pretends that difference does
not exist, thereby denying the experiences of many children in the classroom; or (c) a
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curriculum that treats multiculturalism as tourism, in which superficial aspects of culture
such as holidays and food are introduced as curious examples of surface culture
(Derman-Sparks, 1995; Hammond, 2015). The goal should be to provide students with a
culturally responsive education that prepares them to serve their community and the
wider society in which they will be working (Hale, 2008).
Pre-service teaching programs that offer international student teaching and
service-learning opportunities may have helped to accelerate the growth of pre-service
teachers’ culturally responsive teaching pedagogy (Cunningham, 2019; Hale, 2008).
According to Hale (2008), the research on service-learning opportunities was minimal,
while at the same time promising in the support of pre-service teachers’ development.
The study showed that service-learning opportunities helped pre-service teachers develop
an awareness of their own beliefs and assumptions. Hale (2008) indicated:
With service learning, pre-service teachers have the increased developmental
opportunity not only to breakdown stereotypes, build confidence, and learn and
apply course theories, but also to develop an active quest for further knowledge
and a desire and belief in their abilities to advocate for others. (p. 67)
Participants' relationships through service-learning were a fundamental component in
breaking down preconceived stereotypes and examining bias (Hale, 2008).
Hutchinson and McAlister-Shields (2020) wrote that culturally responsive
teaching practices should be implemented in graduate and undergraduate instruction. The
intent of higher education faculty modeling culturally responsive teaching practices in
their instruction would be to demonstrate to pre-service teachers how to incorporate
culturally responsive teaching. Their research was based on hypothetical scenarios and

AN EXAMINATION: CULTURALLY RESPONSIVE TEACHING PRACTICES

44

inquiry as part of the teacher education program. Their findings showed that pre-service
teachers could develop a culturally responsive teaching pedagogy when given
hypothetical scenarios with guiding questions. They recommended using the following
guiding questions for each scenario to help pre-service teachers critically think about
culturally responsive teaching.
1.

Identify the culturally sensitive issues and biased beliefs embedded in each
scenario.

2.

How can you use the components of culturally responsive teaching to
reconstruct each scenario?

3.

Identify practices that could be used in each scenario to promote the inclusion
of culturally responsive teaching within a post-secondary context.

4.

What did each scenario teach you about cultural bias. (p. 5)

Grant and Secada (1990) stated, “there is much that we do not know about how to
prepare teachers to teach an increasingly diverse student population” (p. 420). In 1990,
the number of existing studies examining diversity in the classroom and pre-service
teacher preparation was 23. With the passing of nearly three decades, it should be noted
that the research has continued to grow in the fields of culturally responsive teaching and
multicultural education with an emphasis on the preparation of pre-service teachers.
Furman (2008) analyzed seven scholarly articles that examine tensions in culturally
responsive teaching and multicultural teacher education research. The themes from the
analysis were:


In comparison to other fields of research in education, multicultural education
and culturally responsive teaching are minimal.
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The lack of a clearly defined and accessible curriculum for teacher education
programs to study and examine.



Current research and the areas of concern with methodology. The length of
studies, the instructor as the researcher, small sample sizes, lack of research
for comparison and analysis, the use of self-reported data, existing research
are primarily focused on the experiences of white teacher candidates, ignoring
the voices, and lived experiences of candidates of color.

Furman further examined the idea of a hidden curriculum used to prepare pre-service
teachers. Within this hidden curriculum was a universal philosophical ideology of
teaching and learning touted to educate all. Furman (2008) explained, “this would
require, a move from a universal approach to teacher education toward an approach that
examines the complexities of educational contexts and situates research within those
social and cultural frames” (p. 62). He noted that while it was essential to have
standardization within teacher education programs, it may be a part of the problem. If
teacher education programs cannot demonstrate culturally responsive teaching practices
within their own curriculum, “then we risk being unable to set an example of the
inclusive, culturally relevant curriculum that we would have our students implement in
their future classrooms” (Montecinos, 2004, p. 180). Furman (2008) argued that teacher
education programs must be culturally responsive and model a culturally responsive
teaching pedagogy. Otherwise, the application of culturally responsive teaching practices
in future classrooms was not plausible. The purpose and goal of multicultural education
and culturally responsive teaching were to revolutionize schools and educational
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institutions to ensure all students from various ethnic, racial, and socioeconomic groups
received an equal education (Banks, 2016; Ladson-Billings, 2021).
The existing research on culturally responsive teaching practices had both a
theoretical and practical approach (Aronson & Laughter, 2016; Sleeter, 2012).
Universities and public schools have commonly adopted some components of each.
Sleeter (2012) explained, in order to implement culturally responsive teaching practices
with fidelity, the following needs should be addressed:
1. There is a clear need for evidence-based research that documents connections
between culturally responsive pedagogy and student outcomes;
2. There is a need to educate parents, teachers, and education leaders about what
culturally responsive pedagogy means and looks like in the classroom;
3. There is a need to reframe the public debate about teaching, especially
teaching in diverse and historically underserved communities. (pp. 578-579)
Aronson and Laughter (2016) concluded that:
If we truly wish to teach our diverse students populations effectively, we need to
invest in quality teachers prepared and equipped with necessary tools to promote
student success and counter educational reforms that consider students’ education
secondary to return on investment. (p. 199)
The importance of highly effective teachers, prepared to meet the diverse needs of the
classroom cannot be understated.
Critical Race Theory in Education
Historically, the impetus for culturally responsive teaching practices emerged
during the critical race theory movement (CRT) in the 1970s. Previous scholars,
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activists, and writers had paved the way for many others to lead this work (Delgado &
Stefanick, 2017). And, therefore, should be noted that their life’s work gave space for
CRT to emerge within education. Gay (2018) explained, “the highest-quality educational
programs and practices can never be accomplished if some ethnic groups and their
contributions to the development of US history, life, and culture are ignored or
demeaned” (p. 21). During the 1970s, a group of lawyers, activists, and legal scholars
across the country began studying critical race theory. At the same time, they realized
the advances of the civil rights era of the 1960s had stalled and rolled back (Delgado &
Stefancic, 2017). The mid-1960s through the mid-1970s was a time of excitement and
turmoil when America’s youth began to question traditional mainstream values (King et
al., 1997). The CRT movement led to the examination of many areas in society. For
example, theorists began to use CRT to understand school discipline and hierarchy issues,
tracking, affirmative action, high-stakes testing, controversies over curriculum and
history, bilingual and multicultural education, and alternative charter schools (LadsonBillings, 2015). During this time, culturally responsive professional development in the
field of education were noted as lacking cohesion and significance. These professional
development activities were seen as isolated, singular pieces of training that focused on
in-service teachers rather than pre-service teachers. This meant teachers were entering
the field of education without any background knowledge in culturally responsive
teaching practices. Abrahams and Troike (1972) argued that if racial minority students
are to be taught effectively, teachers “must learn wherein their cultural differences lie and
capitalize upon them as a resource, rather than disregarding the differences and thereby
denigrating the students” (p. 26).
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Delgado and Stefancic (2017) explained that “probably not every writer would
subscribe to every tenet set out in his book, but many would agree on the following
propositions of critical race theory” (p. 8). He presented first that, racism is ordinary, not
aberrational but “normal science,” the usual way society does business, the ordinary,
everyday experience of most people of color in this country. Second, he argued that most
would agree that our system of white-over-color ascendancy serves important purposes,
both psychic and material, for the dominant group. The third theme of CRT, the “social
construction” thesis, held that race and races were products of social thought and
relations. Race and races were not objective, inherent, or fixed, and they correspond to
no biological or genetic reality; instead, races were categories that society invented,
manipulated, or retired when convenient (Delgado & Stefancic, 2017).
Ladson-Billings (2021) discovered “for much of its history in research, race has
operated as a “background” variable” (p. 8). She indicated that research historically did
not question the validity or authenticity of race; it simply just named it. Her examination
of social and school inequity is based on the following three propositions.
1. Race continues to be a significant factor in determining inequity in the United
States.
2. U.S. society is based on property rates.
3. The intersection of race and property creates an analytic tool through which
we can understand social parentheses and, consequently, school inequity.
She explored the nature of storytelling and its significant role in the telling of history; she
shared the African proverb, “Until lions have their historians, tales of the hunt shall
always glorify the hunter” (p. 48).
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Summary
For the pre-service teacher to become an effective educator in the classroom, they
must have exposure to and an understanding of culturally responsive teaching practices.
Classrooms in the U.S. continue to grow in diversity, and according to the U.S. Census
Bureau, by the year 2040, white non-Hispanics will make up less than half of the schoolaged population. In addition to this growth, it is also important to note that American
classrooms are experiencing the most significant influx of immigrant students since the
beginning of the 20th century.
The research showed that over time and through diverse experiences, pre-service
teachers gained greater self-awareness and insight into their own conscious and
unconscious biases. Further demonstrating the importance and need for pre-service
teachers’ exposure to culturally responsive teaching practices and pedagogy. Gay (2018)
explained that culturally responsive teaching is validating and affirming because it
legitimizes the cultural heritages of different ethnic groups; it builds meaningful
connections between the home and school experience; it differentiates the instruction to
meet a wide variety of learning styles; it teaches students to value and honor their own
and each other’s culture, and it relies on curriculum and resources that incorporate
multicultural information. The preparation that a pre-service teacher receives at the
university level, specific to culturally responsive teaching practices, is still very much a
topic of research. Practicums, service learning, case studies, observation and field
experiences are all methods that currently exist to help prepare pre-service teachers for
the classrooms they will one day serve. In the early 1970s, critical race theory extended
into the examination of public education in America. CRT continues to push for the
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review of traditional systems and traditional thinking, specifically within education. This
study aimed to investigate the preparation of pre-service teachers and culturally
responsive teaching practices at a private Midwest university. The methodology used for
this study is outlined in the next chapter.
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Chapter Three: Research Method and Design
Background
Current data show that an increasingly diverse population in U.S. schools,
colleges, and universities is and will continue to be enormous (Gay, 2018). These data
demonstrate a need for teacher education programs to prepare pre-service teachers with
the skills needed to effectively teach in diverse settings. Culturally responsive teaching is
defined as a pedagogy that recognizes the importance of including students' cultural
references in all aspects of learning to create inclusive and engaging learning
environments (Ladson-Billings, 1994).
Purpose of Study
The purpose of this study was to investigate the preparation of pre-service
teachers in teacher education programs, specific to culturally responsive teaching in a
private Midwest university. This study aimed to address the changes that may need to
occur in teacher education programs to better prepare pre-service teachers for the diverse
classrooms they will one day serve. The researcher surveyed pre-service teachers in the
teacher education program, interviewed administrators and curriculum leaders in the
college of education, and evaluated syllabi available through open source in the following
three courses in three Midwest universities: curriculum and instructional planning,
classroom management, and cultural diversity. In completing the qualitative analysis
from the pre-service teacher surveys and the university administrator and curriculum
leader interviews, in addition to the quantitative analysis of the syllabi, the researcher
hoped to accomplish the following: investigate pre-service teachers’ levels of selfefficacy with facilitating and implementing culturally responsive teaching practices;
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analyze interview responses from administrators and curriculum leaders’ interviews in
the college of education in a private Midwest university to better understand the
institutional and systematic preparation pre-service teachers receives prior to entering the
field; and analyze the syllabi from three teacher education programs in the areas of,
curriculum and instruction, classroom management, and cultural diversity to determine
differences and similarities between the universities and their preparation of pre-service
teachers specific to culturally responsive teaching practices.
Current research, specific to culturally responsive teaching practices and the
preparation of pre-service teachers, is minimal. Much of the research is compelling in
showing the need for pre-service teachers to be skilled in culturally responsive teaching,
but little research exists on how to explicitly prepare a pre-service teacher to implement
this culturally responsive teaching pedagogy. This study examined how prepared preservice teachers were for the diverse classrooms they will one day serve. A mixedmethods approach was used to support a descriptive analysis of the findings through
surveys, interviews, and the analysis of course syllabi.
Data Analysis
The data analysis in this research study was conducted in three parts with three
separate tools. The first part of the data analysis was the evaluation of quantitative and
qualitative data from the pre-service teacher self-efficacy survey. The researcher
collected anonymous responses from pre-service teachers who were enrolled in the
teacher education program. The responses were analyzed, then categorized into five
themes, and included in the descriptive analysis. These data added to the comprehensive
review of the researcher’s findings. The second part of the data analysis included
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qualitative data from interviews conducted with administrators and curriculum experts at
the university level. The interview responses were categorized into five themes that
emerged from the analysis while maintaining the anonymity of the participants.
Identifying the themes included Ryan and Bernard’s (2003) research:
Analyzing text involves several tasks: (1) discovering themes and subthemes, (2)
winnowing themes to a manageable few (i.e., deciding which themes are
important in any project), (3) building hierarchies of themes or code books, and
(4) linking themes into theoretical models. (p. 85)
During the study the researcher relied heavily on the video recordings and typed
manuscripts from the interviews to frequently reference. This method supported the
researcher in separating, categorizing, and identifying themes within the interview and
survey responses. Fraenkel et al. (2015) noted, that in qualitative research, interpretations
and findings are ongoing throughout the entirety of a study. The third part of the data
analysis involved quantitative data from the course syllabi from three Midwest
universities with teacher education programs. The CEEDAR matrix tool is comprised of
14 categories assisting in the analysis of course syllabi. The researcher identified the
leveled rating (0-3) for each syllabus within each category. In addition to identifying the
leveled rating for each syllabus, the researcher included the use of an ANOVA to
determine if significant differences existed between the three universities’ teacher
education programs (Fraenkel et al, 2015). The quantitative and qualitative data findings
were initially analyzed individually. After the individual analysis, the researcher merged
the findings and explored similarities, differences, and emerging themes.
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Surveys
Upon receiving approval from the Institutional Review Board of the university
where the study was conducted (Appendix A), and receiving permission (Appendix G)
from the author of the Culturally Responsive Teaching Self-Efficacy Scale instrument,
pre-service teachers were then asked to answer an adapted 20-question survey. Seventeen
of the 20 questions were rated using a 5-point Likert scale (strongly disagree, disagree,
neutral, agree, and strongly agree) and three of the questions were open-ended. The
researcher anticipated a response of approximately 300 completed surveys, however, due
to the limitations of the study, only 10 surveys were completed.
Interviews
Upon receiving approval from the Institutional Review Board of the university
where the study was conducted (Appendix A), in addition to each participant’s
permission to conduct an interview (Appendix F), administrators and curriculum leaders
from the college of education in a private Midwest university were then asked 11
interview questions (Appendix F). The researcher interviewed a total of five participants.
Course Syllabi
Course syllabi from three Midwest universities’ teacher education programs were
obtained through open-source and analyzed using the CEEDAR matrix tool (Appendix
B). The CEEDAR matrix tool is divided into 14 categories, each category represents a
culturally responsive teaching practice. Each of the 14 categories has four levels. These
four levels represent the amount of evidence present in the syllabi, reflective of culturally
responsive teaching practices. The 14 practices are multicultural awareness, critical
thinking, social justice, problem-solving approach, cultural, language, and racial identity,
child-centered instruction, collaborative teaching, instructional engagement, instructional
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scaffolding, modeling, materials, responsive feedback, assessments, and high expectations.

The syllabi identified through open source and then analyzed for the study were from the
following three categories of the teacher education programs: curriculum and
instructional planning, classroom management, and cultural diversity.
Research Method
This study is mixed-methods involving both quantitative and qualitative methods
to develop a holistic picture and analysis of the preparation that pre-service teachers
receive, specific to culturally responsive teaching practices during their teacher education
program in one private Midwest university (Fraenkel et al., 2015). Shown in Figure 6 is
the Creswell and Plano Clark (2007) mixed-methods design. This strategy relies on the
strengths of both quantitative and qualitative data combined, to develop a more
comprehensive understanding of the data to interpret. “The two types of data are analyzed
separately, with the results of the qualitative analysis used by the researcher to expand
upon the results of the quantitative study” (Creswell & Plano Clark, 2007, p. 559).
The chosen methodology for this study was a mixed-methods design. In phase
one of the study qualitative data were collected from the interviews of university
administrators in the college of education and the survey responses from the pre-service
teacher self-efficacy survey. In phase two of the study quantitative data were collected
using the CEEDAR matrix tool with the course syllabi from three Midwest universities in
the following three categories: curriculum and instructional planning, classroom
management, and cultural diversity.
The purpose of the pre-service teacher survey was to determine the level of selfefficacy pre-service teachers felt regarding culturally responsive teaching practices and to
explore the researcher’s hypothesis (H1). Siwatu’s (2007) teacher self-efficacy tool was
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adapted for the purpose of the study and has been used in multiple studies nationwide to
further understand pre-service teacher self-efficacy, specific to culturally responsive
teaching practices. The original instrument included 40 Likert scale questions to elicit
responses from pre-service teachers regarding their self-efficacy in executing specific
teaching practices and tasks that are associated with teachers who have adopted a
culturally responsive pedagogy (Siwatu, 2007). The original tool, asks pre-service to
indicate their degree of confidence ranging from 0 (no confidence at all) to 100
(completely confident) on items such as “I am able to identify the diverse needs of my
students.”
The adapted survey included a total of 20 questions, 17 of the 20 questions
included a Likert scaled instrument to elicit responses from 1=strongly disagree,
2=disagree, 3=neutral, 4=agree to 5=strongly agree. The three open-ended questions at
the end of the survey helped further explore two research questions (RQ1 and RQ2): How
are the curricular components of the teacher education program in a private Midwest
university preparing pre-service teachers to meet the needs of their future classrooms
with culturally responsive teaching practices? How did you come to this understanding
of culturally responsive teaching? How should culturally responsive teaching practices
be included in pre-service teacher education programs?
In addition to the pre-service teacher surveys, one-on-one interviews were
conducted with administrators and curriculum leaders in the college of education at a
private Midwest university. The interview questions allowed for further exploration of
both research questions and hypotheses (R1, R2, H1) in the study. The interview
questions focused on the teacher education programs’ instructor expertise, course
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development within the teacher education program, field placement, student teaching
requirements, state-mandated policies, and an opportunity at the end of the interview to
provide personal insight and feedback. Administrators and curriculum leaders in the
college of education were notified verbally and in writing that their responses would be
kept confidential, and that they were able to remove themselves from the study and
interview at any time (see Appendix C). Each participant was given the interview
questions ahead of time in writing (see Appendix G). The interviews were conducted and
recorded using the secure online platform Zoom. Anonymity was maintained as the
responses were transcribed into a secure Microsoft Word document. The responses were
analyzed using open coding. After patterns and themes emerged, connections were then
drawn between the pre-service teacher self-efficacy survey responses and syllabi
analysis. These data support the underlying rationale for this method of research where
“the strengths of the two methods (qualitative and quantitative) will complement each
other and offset each method’s respective weaknesses” (Creswell & Plano Clark, 2007, p.
559).
The purpose of examining the course syllabi in the following three categories:
curriculum and instructional planning, classroom management, and cultural diversity was
to further explore the hypothesis and research questions of the study (H1, R1, and R2).
The course syllabi provided a window into the requirements and the content in the
courses of the teacher education programs of three Midwest universities. The instrument
used to evaluate the syllabi was the innovation configuration (IC) matrix for culturally
responsive teaching from the Collaboration for Effective Educator, Development,
Accountability, and Reform Center (CEEDAR). “The use of this tool to evaluate course
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syllabi can help teacher preparation leaders ensure that they emphasize proactive,
preventative approaches instead of exclusive reliance on behavior reduction strategies”
(Aceves & Orosco, 2014, p. 6). The tool was used to measure each syllabus through the
following 14 culturally responsive teaching practices: multicultural awareness, critical
thinking, social justice, problem-solving approach, cultural, language, and racial identity,
child-centered instruction, collaborative teaching, instructional engagement, instructional
scaffolding, modeling, materials, responsive feedback, assessments, and high
expectations. The tool determines the level of culturally responsive teaching in the
course, measured by a three-levels. Level 0 = There is no evidence that the component is
included in the syllabus, or the syllabus only mentions the component; Level 1 = must
contain at least one of the following: reading, test, lecture/presentation, discussion,
modeling/demonstration, or quiz; Level 2 = must contain at least one item from Level 1,
plus at least one of the following: observation, project/activity, case study, or lesson plan
study; Level 3 = must contain at least one item from Level 1 as well as at least one item
from Level 2, plus at least one of the following: tutoring, small group student teaching, or
whole group internship (see Appendix B).
Null Hypothesis
Hypothesis 1: There is no difference in the preparation of pre-service teachers
specific to culturally responsive teaching and teacher education programs between three,
four-year universities in the Midwest.
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Research Questions
Research Question 1: How are the curricular components of the teacher education
program in a private Midwest university preparing pre-service teachers to meet the needs
of their future classrooms with culturally responsive teaching practices?
Research Question 2: How should culturally responsive teaching practices be
included in pre-service teacher education programs in a private Midwest university?
Limitations
Participant Size
The size of pre-service teacher participants in the self-efficacy survey and
university faculty interviews were a limitation of the study. The researcher’s original
study included 300-600 pre-service teacher participants in the survey in addition to
university faculty from five Midwest Universities. As the study progressed, the
researcher could only conduct the study in one of the five initial universities identified.
This factor impacted the number of pre-service teachers who responded to the survey, in
addition to the number of university faculty interviewed. In addition to participant size,
the researcher did not collect data that could be disaggregated by race, gender, or age.
These data could have provided further insight into areas for future study.
Assumptions with Definition of Terms
The term “culturally responsive teaching practices” is referred to throughout the
study. For the purpose of the study, the term is defined as a pedagogy that recognizes the
importance of including students' cultural references in all aspects of learning (LadsonBillings, 1994). Without a common definition of the term by all participants, responses
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provided in the pre-service teacher self-efficacy survey and the administrator and
curriculum leader interviews were based on the individual’s definition of the term.
Participants
This study did not include the perspectives or voices of students in the K-12
classroom. It instead included the voices of pre-service teachers, administrators, and
curriculum leaders from a Midwest university.
Summary
The mixed-methods study including both qualitative and quantitative data helped
to further flesh out the findings of the study (Fraenkel et al., 2015). “The two types of
data are analyzed separately, with the results of the qualitative analysis used by the
researcher to expand upon the results of the quantitative study” (Fraenkel et al., 2015, p.
559). The researcher collected qualitative data through one-on-one interviews and openended survey questions. The quantitative data was then collected through the analysis of
course syllabi from three Midwest universities. The researcher’s goal was to gather
findings that would yield comprehensive responses to the research questions and
hypotheses of the study. This study aimed to identify academic experiences in teacher
education programs that fostered a culturally responsive teaching pedagogy. If a
correlation was drawn between specific practices and academic experiences during the
pre-service teacher’s journey that furthered their development of culturally responsive
teaching practices, the researcher could then contribute to the field of study and share this
information with universities and teacher education programs.
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Chapter Four: Results
Overview
This mixed-methods study aimed to explore pre-service teacher preparation,
specific to culturally responsive teaching practices and pedagogy. The researcher
analyzed quantitative data that were collected from the course syllabi analysis using the
CEEDAR matrix tool. The researcher explored whether there was a difference between
the scores of each course syllabus from the following three categories: curriculum and
instruction, classroom management, and cultural diversity, using an ANOVA hypothesis
test. The researcher then analyzed qualitative data that was collected from interviews
with administrators and curriculum leaders from the college of education and the preservice teacher self-efficacy surveys. A descriptive analysis was used to synthesize the
data and share the findings of the study.
Null Hypothesis 1
The syllabus scores from each university were analyzed to investigate if there was
a difference between the scores of each syllabus group.
Null Hypothesis 1: There is no difference in the preparation of pre-service
teachers specific to culturally responsive teaching and teacher education programs
between three, four-year universities in the Midwest.
As shared in Chapter Three, each syllabus fell into one of three categories:
curriculum and instructional planning, classroom management, or cultural diversity. The
mean score from each university from each category was entered into the ANOVA
calculator, and the following table shows the findings for each category.
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Table 1
Results of Syllabus Scores from the Culturally Responsive Teaching Innovation
Configuration Matrix
Syllabi Groups
Syllabi Group 1
Syllabi Group 2
Syllabi Group 3

Count
3
3
3

Sum
117
124
126

Average
39
41.3333
42

Variance
13
1.3333
0

The results of Table 1 show the number of syllabi that were analyzed (count), the total of
scores (sum), the average of the scores for each task (mean), and the amount of difference
between the scores of each syllabus (variance). An examination of these numbers
revealed almost no do difference; however, an ANOVA test was completed for a more
specific analysis. Table 2 displays the results between the syllabi groups and within the
syllabi groups.
Table 2
Results from ANOVA Test for Syllabi Group 1-3
Source of Variation
Between Syllabi Groups
Within Syllabi Groups
Total

SS
14.8888
28.6666
43.5555

df
2
6
8

MS
7.4444
4.7777

F
1.5581

P-value
0.2851

F crit
5.1432

Table 2 listed the ANOVA results from the results of the Syllabi Groups 1-3 scores.
Since the F value (1.5581) was less than the F critical value (5.1432), the researcher
failed to reject the Null Hypothesis. The p-value is used to test the strength of the
evidence and lies within a range of 1 and 0. A p-value that is equal to or less than .05
shows strong evidence against the null hypothesis. Therefore, in Table 2 the p-value was
greater than .05 and confirmed the failure to reject the Null Hypothesis 1.
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The analyzed syllabi from the teacher education programs in the following three
categories: curriculum and instructional planning, classroom management, and cultural
diversity, showed there was no difference in the preparation of pre-service teachers
specific to culturally responsive teaching practices in three Midwest universities. The
CEEDAR matrix tool is made up of 14 culturally responsive teaching practices. The 14
identified culturally responsive teaching practices are instructional engagement, culture,
language, and racial identity, multicultural awareness, high expectations, critical thinking,
social justice, collaborative teaching, responsive feedback, modeling, instructional
scaffolding, problem-solving approach, child-centered instruction, assessment, and
materials. The tool was used to measure each syllabus through the following 14
culturally responsive teaching practices: multicultural awareness, critical thinking, social
justice, problem-solving approach, cultural, language, and racial identity, child-centered
instruction, collaborative teaching, instructional engagement, instructional scaffolding,
modeling, materials, responsive feedback, assessments, and high expectations. The tool
determines the level of culturally responsive teaching in the course, measured by a threelevels. Level 0=There is no evidence that the component is included in the syllabus, or
the syllabus only mentions the component; Level 1= must contain at least one of the
following: reading, test, lecture/presentation, discussion, modeling/demonstration, or
quiz; Level 2= must contain at least one item from Level 1, plus at least one of the
following: observation, project/activity, case study, or lesson plan study; Level 3= must
contain at least one item from Level 1 as well as at least one item from Level 2, plus at
least one of the following: tutoring, small group student teaching, or whole group
internship (see Appendix B).
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Research Question 1: How are the curricular components of the teacher
education program in a private Midwest university preparing pre-service teachers to meet
the needs of their future classrooms with culturally responsive teaching practices?
Research Question 2: How should culturally responsive teaching practices be
included in pre-service teacher education programs in a private Midwest university?
In the second phase of the study, the researcher analyzed the qualitative results from the
university administrators’ and curriculum experts’ interviews and the pre-service teacher
self-efficacy survey responses. The researcher analyzed the transcribed university
interviews and highlighted keywords and phrases into categorized themes. The following
themes emerged from the qualitative portion of the study to answer both research
questions (R1 and R2). Experiential learning, experienced instructors in the teacher
education program, knowledge of curriculum, pre-service teacher requirements, and
knowledge of culturally responsive pedagogy. The researcher used descriptive analysis
to draw conclusions and make connections within the findings of the study.
Experiential Learning
The first theme for the research question was experiential learning. Experiential
learning is defined as a differentiated and diverse experience in a variety of settings.
These include the university classroom, the student teaching experience, observations,
and peer collaboration. These varied experiences provided the pre-service teacher with
the exposure necessary to develop a culturally responsive teaching pedagogy. Several of
the participants responses supported this theme. The university administrators and
curriculum leader interviews, along with the pre-service teacher self-efficacy survey
responses yielded findings specific to experiential learning and the teacher education
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program. One university administrator offered, “we want to provide as many
opportunities as we can to prepare teachers to be effective across the culture and the
society in which they will be teaching.” There seemed to be a high level of importance
dedicated to exposing pre-service teachers to field experiences as early as possible in the
teacher education program because, “we see the real value in it.” Many pre-service
teachers are often required to conduct classroom observations before their student
teaching experience. University administrators indicated a high level of intentionality is
dedicated to placing pre-service teachers in diverse settings. “Pre-service teachers must
choose a school from a diversity list to do their 30 hours of observations.” It was shared
that, “we have our own formula for determining if a school is diverse, and that includes
free and reduced lunch, ELL learners, English as a second language, special education
population, their race and ethnicity population.” In analyzing both the interview and
survey responses, in addition to the course syllabi, the number of required practicum
hours for pre-service teachers to graduate is substantial and often ranges from 45-75
hours. A university administrator explained that, “the practicum experience is where the
students actually write a classroom management plan, they have to implement their
knowledge and teach a lesson, and are evaluated on that lesson, and it gives us an
opportunity to provide remediation if they need that.” Both pre-service teachers and
university administrators recognized the importance of experiential learning. For
example, one pre-service teacher indicated the following in regard to culturally
responsive teaching, “I think I need to be able to see and hear it at the same time.” Preservice teachers seemed to have a strong desire to experience culturally responsive
teaching practices through real-world observation and application. Field experiences
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afford pre-service teachers the ability to observe and model instructional strategies that
help to develop a dynamic and culturally responsive teaching pedagogy. It was clear that
both university administrators and pre-service teachers had a strong desire for field
experiences and real-world exposure to teaching in diverse settings. The responses from
pre-service teachers also revealed a strong desire for mentoring during their field
experiences. Pre-service teachers expressed a desire to regularly observe and be
observed by veteran teachers who could model culturally responsive teaching practices,
and provide meaningful feedback. Other participants expressed concern regarding their
level of confidence in this area and shared, “I don’t know if I feel confident trying to be
culturally responsive in my own classroom without the guidance of my cooperating
teacher.” Areas for growth within the teacher education program included more time in
the field and less time in the university classroom. Participants wanted diverse, realworld experiences earlier on in the program as well. Pre-service teachers demonstrated a
high level of self-efficacy when responding to knowing how to explain new ideas and
concepts to their students using relevant information from their students’ everyday lives
(40% strongly agreed and 60% agreed with this statement). Many participants expressed
wanting training, mentoring, field experiences, and feedback in real-time during their
student teaching. One participant suggested:
Every textbook for every class contained a chapter regarding how this practice
relates to the subject matter. I would learn much more by collaborating with the
experiences of my instructors or fellow students, listening to podcasts, or seeing
real-life applications of the process. Reading an entire textbook and writing long
papers was a waste of my time and money.
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Thoughtful preparation and experiences that expose pre-service teachers to diverse
settings are essential. “The bottom line is individual experiences, cultures, identities, and
bias contribute to learning, teaching, living, and thriving—all of this matters in all
instances.” Bergeron (2008) identified that pre-service teachers expressed a need for
instructional and experiential modeling of culturally responsive teaching practices. The
research indicated that pre-service teachers need support systems that include culturally
competent administrators, research-based, high-quality professional development, and
most importantly, the permission to take risks. These real-world experiences allow for
trial and error in the classroom with the support and feedback necessary for growth along
the way.
According to Hale (2008), the research on service-learning opportunities was
minimal, while at the same time promising in supporting pre-service teachers’
development. The study revealed that service-learning helped pre-service teachers
develop an awareness of their own beliefs and assumptions. Hale (2008) stated, “with
service learning, pre-service teachers have the increased developmental opportunity not
only to breakdown stereotypes, build confidence, and learn and apply course theories, but
also to develop an active quest for further knowledge and a desire and belief in their
abilities to advocate for others” (p. 67).
Experienced Instructors in the Teacher Education Program
The theme, “experienced instructors in the teacher education program” emerged
from the research. Experienced instructors in the teacher education program refers to the
level of knowledge and expertise an instructor possesses in the teacher education
program. Participants shared similar views in regard to having knowledgeable,
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experienced instructors leading within the teacher education program. One of the
strengths of the teacher education program that was shared multiple times throughout the
research from both university administrators and pre-service teachers was the high level
of experienced faculty in the teacher education program. The diverse and varied
experiences of faculty in the teacher education program provided for rich and holistic
experiences for the pre-service teacher. One administrator shared how teaching in three
different states, along with their previous experiences in K-12 public education before
teaching in higher education, significantly contributed to their instruction. These varied
experiences helped university instructors bring theory into practice and provided a
window for pre-service teachers’ learning. There are challenges in tempering pre-service
teachers’ ideals within the field experience. Pre-service teachers often have limited
exposure to diverse environments because of their upbringing, and at the same time,
envision themselves serving in diverse settings. These examples personify why teacher
preparation is so critical. “I will say, and in all honesty, one of the spots that we know we
need to do a better job of is preparing teachers for very diverse settings.” And just as our
society and the makeup of our classrooms continue to change, so should the faculty and
their instruction with a willingness to change and grow.” One university administrator
shared that philosophically, “higher education develops the concepts of intellectual
freedom, and I wanted to be immersed in teaching and learning with minor restrictions.”
Research supported the significance of having an experienced instructor in the
teacher education programs. Bennet (2013) explained that incorporating explicit
culturally responsive teaching practices within instruction while scaffolding a pre-service
teacher’s critical reflection was essential in facilitating a deeper understanding of
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culturally responsive teaching. King et al. (1997) explained what is at stake is whether
teacher candidates can promote academic achievement and social development by
learning to create environments in their classrooms that are culturally inclusive,
developmentally appropriate, socially inviting, intellectually enticing, and democratically
organized. High quality instruction truly comes full circle from learning in the classroom
at the university level to teaching in the classroom, and reinforced the importance of
highly qualified and knowledgeable instructors.
Knowledge of Curriculum
A level of expertise and knowledge in curriculum emerged as an area of
importance for the faculty in the teacher education program as well. Knowledge of
curriculum is defined as a deep understanding of current best practices with instruction,
curriculum design, and culturally responsive teaching pedagogy. Curricular knowledge
was shown to be essential in preparing the pre-service teacher for the diverse classrooms
they will one day serve. As shared in the survey, 100% of pre-service teachers stated that
they agreed or strongly agreed that they felt confident they would know how to revise
instructional materials to include representation from different cultural backgrounds in
their classrooms. One pre-service teacher expressed, “I am confident I will know how to
design lessons that teach students about their cultures’ contributions to society.”

Pre-

service teachers seemed less confident in knowing how to use examples from their
students’ diverse cultural backgrounds to support students’ learning.
In addition to acquiring a knowledge base about ethnic and cultural diversity,
teachers need to learn how to convert it into culturally responsive curriculum designs and
instructional strategies (Gay, 2002). The CEEDAR matrix tool helps to aid teachers in
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the intentional design of a culturally responsive teaching pedagogy. The matrix allows
for the analysis of course syllabi to create alignment with culturally responsive teaching
practices. The 14 identified culturally responsive teaching practices in the CEEDAR
matrix tool are instructional engagement, culture, language, and racial identity,
multicultural awareness, high expectations, critical thinking, social justice, collaborative
teaching, responsive feedback, modeling, instructional scaffolding, problem-solving
approach, child-centered instruction, assessment, and materials.
Pre-Service Teacher Requirements
The pre-service teacher self-efficacy survey and university administrator
interviews revealed a theme of pre-service teacher requirements. A pre-service teacher
is required to complete multiple steps throughout their teacher education program to align
with state standards and certification. These requirements included practicum hours,
course completion, and assessments as components of graduating from the teacher
education program as a certified teacher. One university administrator revealed the
importance and value of having a certification officer in their department. This
individual served as a board member and liaison between the university and state level on
the Missouri Association of the Council for Teacher Education (MACTE). This role
helped to keep the university apprised of any new policies or guidelines. The Missouri
Educator Evaluation System (MEES) is required by the state to “measure teachers’
preparedness for the classrooms they will serve in.” During pre-service teachers’
practicum hours, multiple observations are made by the cooperating teacher and
university advisor. The pre-service teacher is evaluated on the following nine standards
(Department of Elementary & Secondary Education [DESE], 2021).
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1. Content knowledge aligned with appropriate instruction.
2. Student Learning, Growth and Development
3. Curriculum Implementation
4. Critical Thinking
5. Positive Classroom Environment
6. Effective Communication
7. Student Assessment and Data Analysis
8. Professionalism
9. Professional Collaboration
The pre-service teacher is required to complete 30 hours of classroom observations and
45 practicum hours. These real-world experiences supported the pre-service teacher in
developing a culturally responsive teaching pedagogy that integrates students’ languages,
family, culture, and community into student learning opportunities. These experiences
reaffirm the critical nature of field experiences and the development of the pre-service
teacher. As one participant shared, “I have learned many ways to get to know my
students and create a diverse classroom that includes everyone's backgrounds and
personalities.”
Jamil et al. (2012) examined a pre-service teacher’s performance with selfefficacy, beliefs about how children learn, and teacher program completion. Their study
concluded that pre-service teachers who held more progressive, democratic beliefs about
how children learn were more confident in their ability to succeed in the classroom.
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Knowledge of Culturally Responsive Pedagogy
A universal definition for culturally responsive teaching seemed to be more
prominent among university administrators than pre-service teachers. The theme
knowledge of culturally responsive pedagogy emerged as a key component for a common
understanding between university administrators and pre-service teachers. For example,
the following characteristics were identified as culturally responsive pedagogy. These
included differentiated instruction, an inclusive curriculum of students’ backgrounds and
cultures, instructional strategies and practices that meet the needs of all learners, in
addition to providing all students with the opportunity to think critically and deeply about
their learning. The university administrators appeared to have a more complex and multilayered definition of culturally responsive teaching that included policy, state
requirements for curriculum, diverse field experiences, the MEES tool for evaluation, and
best practices. Some pre-service teachers demonstrated a more basic understanding of
culturally responsive teaching when applying the definition. One participant shared their
definition of culturally responsive teaching as “everyone learns differently.” While
others shared, “it’s how a teacher embraces their students who are from other countries,
culturally responsive teaching includes knowledge about all countries so that we can
teach our students to be more understanding of differences.” The following perspective
was shared from another participant:
I feel that the best practices that should be included in pre-service teacher
education programs should be real life scenarios that include adequate and
up to date research and skills. Basically, in order to prepare future
educators, the program must include the skills, techniques, and strategies
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that will help build rapport the best. No one wants to learn from someone
they don't connect with or respect. In order to build that connection and
respect, educators must first know their scholars. This includes a wide
range of topics, and for the program to be effective, it should teach
educators these in a way they will experience as if they were in an actual
classroom. Videos, observations, student teaching, critical thinking
exercises, and asking educators to use the 5 "WH" questions when dealing
with a scenario will, in my opinion, all help teach these practices.
Three pre-service teachers shared a similar definition of culturally responsive teaching.
They stated that it focused on the teacher’s ability to incorporate all their students'
cultures, beliefs, and practices while maintaining high expectations for every student and
their learning. One pre-service teacher expressed the following:
Teachers should be conscious of the cultures of the students they serve.
Those cultures have to be present and represented in the classroom. The
teacher has a responsibility to learn about the culture and customs of the
students and their families and find a way to incorporate that into the
classroom environment and teaching experience.
The varied definitions of culturally responsive teaching certainly led to more questions
and offered a potential area for additional research. Although the responses for the
definition of culturally responsive teaching varied, the pre-service teacher’s level of selfefficacy with implementing culturally responsive teaching practices in their future
classrooms was generally high. Participants responded strongly agree or agree to the
following statements: knowing how to use relevant information from their students’
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everyday lives, to develop personal relationships, to revise instructional materials that
include the cultural backgrounds of the students in their classrooms, and to obtain
information regarding their students’ academic interests. The areas where pre-service
teachers responded neutrally or disagreed were in developing a community of learners in
a diverse classroom setting, identifying ways that students communicate at home,
designing lessons that teach students about their cultures’ contributions to society, and
knowing how to critically examine curriculum and determine whether it reinforces
negative cultural stereotypes.
The research indicated that culturally responsive teachers are socioculturally
conscious, have affirming views of students from diverse backgrounds, see themselves as
responsible for and capable of bringing about change to make schools more equitable,
understand how learners construct knowledge and are capable of promoting knowledge
construction, know about the lives of their students, and design instruction that builds on
what their students already know while stretching them beyond the familiar (Villegas &
Lucas, 2002a).
Additional Results
The researcher noted more responses of neutral, disagree, or strongly disagree to
the following survey questions:


I am confident I will know how to find information about my students’
cultural backgrounds.



I am confident I will know how to develop a community of learners in a
diverse classroom setting.
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I am confident I will know how to critically examine the curriculum to
determine whether it reinforces negative cultural stereotypes.



I am confident I will know how to design lessons that teach students about
their cultures’ contributions to society.



I am confident I will know how to support the academic learning and social
development of students negotiating a new culture.

These responses reflected what the research evidenced as important in developing and
implementing a culturally responsive teaching pedagogy. A culturally responsive
teaching pedagogy is the foundation for personally connecting students to their learning.
This personal connection makes the learning relevant and the instruction responsive to
the students in the classroom. Teachers who develop a culturally responsive teaching
pedagogy incorporate collaborative teaching methods, kinesthetic activities, and use
resources and materials that are reflective of the students they serve. Gay (2018)
highlighted, “even without our being consciously aware of it, culture strongly influences
how we think, believe, communicate, and behave, and these, in turn, affect how we teach
and learn” (p. 8). Culturally responsive teaching relies on a student’s cultural knowledge
and lived experiences to connect students to their learning. Gay (2018) proclaimed
unleashing the cultural and academic brilliance of any student can be found in culturally
responsive teaching. The research indicated teachers who were culturally responsive and
implemented a pedagogy of culturally responsive teaching practices in their classroom,
were effective in meeting the needs of all students (Carey, 2018; Delpit, 1995; Gay,
2018; Hollie, 2017; Ladson-Billings, 1994).
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Summary
This mixed-methods study revealed the preparation that pre-service teachers
received specific to culturally responsive teaching practices was intentional at the
university level. The analysis of course syllabi from three universities, in addition to the
interviews conducted with university administrators and curriculum leaders from the
college of education in a private Midwest university, both provided data sharing a strong
emphasis on the intentionality of incorporating culturally responsive teaching practices
throughout the teacher education program. In addition to the course syllabi and
university administrators’ and curriculum leaders’ interviews, the pre-service teacher
self-efficacy survey provided data showing a high level of confidence with the
implementation of culturally responsive teaching practices. The data collected from the
pre-service teacher self-efficacy survey indicated that while there is a high level of
confidence with the implementation of culturally responsive teaching practices, there was
evidence indicating a lack of clarity in explicitly defining the term culturally responsive
teaching. The next chapter provides suggestions for university teacher education
programs and their preparation of pre-service teachers specific to culturally responsive
teaching practices.
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Chapter Five: Discussion, Reflection, and Recommendations
Overview
The purpose of this mixed-methods study was to examine the preparation that preservice teachers receive specific to culturally responsive teaching practices during their
teacher education program. To conduct the study, the researcher analyzed course syllabi
from three teacher education programs, surveyed pre-service teachers on their level of
self-efficacy with culturally responsive teaching practices, and interviewed university
administrators and curriculum experts from the college of education in a private Midwest
university. The study aimed to discover instructional methods and academic experiences
that contributed to pre-service teachers’ preparation and self-efficacy with culturally
responsive teaching practices. The researcher hoped to discover these findings and share
them to support the future preparation of pre-service teachers for the diverse classrooms
they will one day serve. This chapter includes a discussion of findings related to the
literature on culturally responsive teaching practices and pre-service teacher preparation.
The chapter concludes with a discussion on the implications for future practice,
implications for future research, and a discussion of the study’s limitations.
Discussion
Null Hypothesis 1. In analyzing the course syllabi from three teacher education
programs, little difference was shown between the programs and the preparation that preservice teachers receive, specific to culturally responsive teaching practices. The
ANOVA hypothesis revealed minimal differences between the syllabi and resulted in a
failure to reject the null hypothesis. The results of the ANOVA hypothesis test could
potentially support the significance of maintaining standardization in the courses that are
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offered in teacher education programs in demonstrating. In Missouri, the Department of
Elementary and Secondary Education outlines the standard requirements for a pre-service
teacher to receive certification. These requirements strongly influence universities’
teacher education programs and the courses they offer. This standardization may help to
explain the findings of the ANOVA hypothesis test and its failure to reject the null
hypothesis of the study. Standardization within teacher education programs may be a
strength when incorporating culturally responsive teaching practices into the teacher
education program. It may also be seen as potentially negative, as it could hinder the
autonomy and flexibility a university has with course offerings and academic experiences
within the teacher education program. Furman (2008) explained, “this would require, a
move from a universal approach to teacher education toward an approach that examines
the complexities of educational contexts and situates research within those social and
cultural frames” (p. 62). In addition to the state requirements for teacher education
programs, a standard evaluation system and tool are used to assess pre-service teachers
for certification. This system, known as the Missouri Educator Evaluation System
(MEES), includes nine standards. These nine standards outline the necessary skills for
pre-service teachers to be effective in the classroom and obtain teacher certification.
Standard 1: Content knowledge aligned with appropriate instruction. The teacher
candidate understands the central concepts, structures, and tools of inquiry of the
discipline(s) and creates learning experiences that make these aspects of subject
matter meaningful and engaging for students.
Standard 2: Student Learning, Growth, and Development. The teacher candidate
understands how students learn, develop, and differ in their approaches to
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learning. The teacher candidate provides learning opportunities that are adapted to
diverse learners and support the intellectual, social, and personal development of
all students.
Standard 3: Curriculum Implementation. The teacher candidate recognizes the
importance of long-range planning and curriculum development. The teacher
candidate implements curriculum based upon student, district and state standards.
Standard 4: Critical Thinking. The teacher candidate uses a variety of
instructional strategies and resources to encourage students’ critical thinking,
problem solving, and performance skills.
Standard 5: Positive Classroom Environment. The teacher candidate uses an
understanding of individual/group motivation and behavior to create a learning
environment that encourages active engagement in learning, positive social
interaction, and self-motivation.
Standard 6: Effective Communication. The teacher candidate models effective
verbal, nonverbal, and media communication techniques with students, colleagues
and families to foster active inquiry, collaboration, and supportive interaction in
the classroom.
Standard 7: Student Assessment and Data Analysis. The teacher candidate
understands and uses formative and summative assessment strategies to assess the
learner’s progress and uses both classroom and standardized assessment data to
plan ongoing instruction.
Standard 8: Professionalism. The teacher candidate is a reflective practitioner
who continually assesses the effects of choices and actions on others. The teacher
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candidate actively seeks out opportunities to grow professionally in order to
improve learning for all students.
Standard 9: Professional Collaboration. The teacher candidate has effective
working relationships with students, families, school colleagues, and community
members. (DESE, 2021)
The state requirements for teacher certification create standardization across the
universities and within each teacher education program. While it is important to have
standardization within teacher education programs, it may also be a part of the problem.
In reviewing the nine standards from the MEES, the researcher noticed no mention of
culturally responsive teaching practices. This perhaps is an area for review at the state
level.
Furthermore, when analyzing the course syllabi from the teacher education
programs with the CEEDAR matrix tool, 14 research-based culturally responsive
practices were identified to denote the courses’ inclusion of culturally responsive
teaching practices. The one area that showed the most significant level of difference
between the syllabi, although minimal, was the area of social justice. The CEEDAR
matrix tool defines this area as assisting students in becoming socially and politically
conscious. For the syllabus to obtain a level three score, the highest level of inclusion
with culturally responsive teaching practices, it must include three of the following
within each of the 14 research-based culturally responsive teaching practices: a reading,
test, lecture/presentation, discussion, modeling/demonstration, quiz, observation,
project/activity, case study, lesson plan, tutoring, small group student teaching, or whole
group internship. A social justice classroom is defined by Christensen and Karp (2003)

AN EXAMINATION: CULTURALLY RESPONSIVE TEACHING PRACTICES

81

as including the following: grounded in the lives of our students; critical in its approach
to the world and itself; multicultural, anti-bias, pro-justice; participatory and experiential;
hopeful, joyful, kind, visionary; activist; academically challenging and challenging;
culturally competent. These findings of syllabus lacking instruction in social justice may
point to an area for possible improvement when courses are designed for teacher
education programs to include culturally responsive teaching practices.
Research Question 1: In analyzing the curricular components of the teacher
education program in a private Midwest university, through interviews with
administrators and curriculum leaders in the college of education, the researcher’s
findings revealed multiple insights into the preparation that pre-service teachers receive
specific to culturally responsive teaching practices. The participants were asked 11questions during the interview specific to pre-service teacher preparation, culturally
responsive teaching practices and the teacher education program. The participants’
responses had overlapping similarities and were categorized into the following themes:
experiential learning, experienced instructors in the teacher education program,
knowledge of curriculum, pre-service teacher requirements, and knowledge of culturally
responsive teaching practices and pedagogy. Experiential learning in diverse
environments emerged as a strong common theme from the interviews. The
intentionality expressed by the university administrators and curriculum leaders with
placing pre-service teachers in diverse classroom experiences during observations and
student teaching was impressive. One participant shared during the interview that the
university ranked its sites for observation and student teaching on a diversity scale.
When considering a location for observation and student teaching, the university
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considers the demographics of the school in the following areas: free and reduced lunch,
English language learners, special education, race, and ethnicity. This level of
intentionality with pre-service teacher placements for observation and student teaching
placements ensures that pre-service teachers are intentionally exposed to diverse
academic settings.
Research Question 2: As described in Chapter Two, culturally responsive
teaching is defined as a pedagogy that recognizes the importance of including students'
cultural references in all aspects of learning (Ladson-Billings, 1994). Ladson-Billings
(1994) identified three components of culturally responsive teaching: (a) the teachers’
conceptions of themselves and others, (b) the manner in which classroom social
interactions are structured, and (c) teachers’ conception of knowledge. To further
investigate (R2), the researcher surveyed pre-service teachers for levels of self-efficacy
with implementing culturally responsive teaching practices. Most survey responses fell
into one of three categories, neutral, agree, or strongly agree. The pre-service teacher
responses to the survey questions that were either disagree or strongly disagree were for
questions that had to do with self-efficacy in examining curriculum to determine whether
it reinforced negative cultural stereotypes, identifying ways that school culture is
different from a students’ home culture, and designing lessons that teach students about
their cultures’ contributions to society. These responses demonstrate the potential need
for pre-service teachers to receive more explicit instruction in developing culturally
responsive curriculum and culturally responsive lesson plans. The research shows that in
addition to a broad knowledge base about ethnic and cultural diversity, teachers need to
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learn how to convert it into a culturally responsive curriculum and instructional strategies
(Gay, 2002).
In addition to needing more support with implementing culturally responsive
curriculum and instruction, pre-service teachers also expressed the need for coaching and
observing veteran teachers who could model culturally responsive teaching practices.
These findings may point to an area where universities could more intentionally seek out
and partner with experts in these practices.
Implications for Future Practice
Chapter Two included several frameworks and models. These frameworks and
models included Hollie’s (2017) culturally and linguistically responsive teaching
practices, Hammond’s (2015) culture tree, and Dweck’s (2013) mindset. The researcher
has recommendations for universities with teacher education programs and how they
prepare pre-service teachers with culturally responsive teaching practices through the
frameworks and models discussed in the following section.
Hollie’s Culturally and Linguistically Responsive Teaching
In examining the study’s findings, the researcher discovered the potential need for
explicit and practical culturally responsive teaching practices that could be implemented
in teacher education programs to help better prepare pre-service teachers. Hollie’s (2017)
rings of culture and 16 cultural behavior tutorials provide a concrete framework in which
pre-service teachers could begin to exam their own culture and bias. Hollie (2017)
explains that when teachers validate, affirm, build, and bridge with students and their
home culture, learning and engagement increase. The VABB philosophy is grounded in
his rings of culture and 16 identified cultural behaviors; both help educators to examine
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their bias and become more culturally responsive with their classroom instruction. The
16 cultural behaviors he identifies are eye contact, proximity, kinesthetic, collaborative,
spontaneous, pragmatic language, realness, conversational patterns, orality and verbal
expressiveness, sociocentrism, communalism, subjective, the concept of time, dynamic
attention span, field-dependent, and immediacy. Hollie (2017) is artful in taking these
cultural behaviors and sharing them to allow for practical application. He
Hammond’s Culture Tree
Hammond (2015) also describes culture as surface, shallow, and deep. She uses a
visual model of the culture tree to assist in understanding culture. This model could be
implemented early on in teacher education programs to help pre-service teachers
understand what culture is, examine their own, and identify and connect it to the students
they observe and teach during their observation hours and student teaching. She defined
surface culture as those we can observe, like food, dress, music, and holidays. Surface
culture is equated with a low level of emotional charge and therefore easier to discuss
with little impact building or destroying trust. Shallow culture is made up of everyday
social interactions and norms. Hammond (2015) defined these as eye contact, personal
space, communication style, and nonverbal communication. Shallow culture is where
trust either begins or ends. “Social violation of norms at this level can cause mistrust,
distress, or social friction” (Hammond, 2015, p. 22). Deep culture is defined as an
individual's lived experiences, the formative years of an individual, and cultural
experiences. These experiences create how an individual sees the world.
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Research that typically explains culture usually does so with a model of an
iceberg. Hammond (2015) instead chooses a tree as “a tree is part of a bigger ecosystem
that shapes and impacts its growth and development” (p. 24).
Dweck’s Mindset
Current research on culturally responsive teaching practices and the brain's
cognitive development go hand in hand. Dweck (2013) wrote that what we believe about
ourselves as learners and what we think about our ability as learners is at the core of our
motivation to learn. Her research on cognitive development and mindset magnified the
importance of incorporating culturally responsive teaching practices into the classroom.
Her research strongly suggested that pre-service teachers should have a general
understanding of brain development and its role in culturally responsive teaching. This
information supports teacher understanding of how to develop a growth mindset.
Hammond (2015) shared that pre-service teachers can help their students develop a
growth mindset through validation, feedback, and seeing mistakes as opportunities. It is
interesting to note that the recommendation for supporting a students’ development of a
growth mindset for learning in the classroom, in many ways, parallels how to best
support a pre-service teacher for teaching in the classroom.
Implications for Future Research
In the future, this study should include more participants in the pre-service teacher
survey. The study should consist of more universities in the syllabi analysis and more
university administrator and curriculum expert interviews. Other studies should
potentially include the racial and gender makeup of the pre-service teachers who were
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surveyed. This data may lead to additional findings that could support the preparation of
pre-service teachers.
Additional considerations for future research could include K-12 student feedback
and perspectives. This study focused on pre-service teachers and university
administrators, and curriculum experts. Still, it would be valuable to examine a student’s
perspective, especially if taken during the practicum hours of the pre-service teacher’s
studies. Comparing pre-service teachers’ self-efficacy specific to culturally responsive
teaching practices with K-12 student feedback and perspectives could be interesting.
These data could inform future instructional practices, and culturally responsive teaching
approaches for pre-service teachers.
A further recommendation for future study is teacher retention. Do higher levels
of pre-service teacher self-efficacy with culturally responsive teaching practices correlate
to higher teacher retention rates? This information could be beneficial in helping to
better understand what contributes to a higher level of self-efficacy with culturally
responsive teaching practices for pre-service teachers.
A further recommendation for future study to gain insight into culturally
responsive teaching practices would be to study the predominately white teaching force
and discover the culturally responsive teaching practices that are effective. Furman
(2008) revealed:
We need to not only look at recruiting candidates who are diverse in other
ways but also begin asking questions about the White students who enter
our programs and how we might recruit teachers from White, middle-class
backgrounds who already possess beliefs that might make them effective
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teachers despite demographic differences. The issue of recruitment should
be a priority. However, until we have a very different teaching force on
our hands, we must indeed be concerned with the preparation of a
homogenous group of teachers. It is perhaps unfair to critique the research
for focusing on issues of whiteness when the majority of the sample pool
is indeed white and when the problem facing us is related to this fact.
Although I certainly believe that important work needs to be done in other
areas, I think that in terms of necessity, research on whiteness should hold
a prominent place in the field. (p. 67)
Furthermore, the researcher found potential interest in conducting the study over
multiple years. It would be interesting to conduct the study over multiple years to
observe changes in the teacher education programs and watch the development of the
pre-service teachers. This may help to understand further how a culturally responsive
teaching pedagogy develops from a systems perspective and a teacher’s perspective.
Limitations of the Study
Participant Size
The size of pre-service teacher participants in the self-efficacy survey and university
faculty interviews were a limitation of the study. The researcher’s original study
included 300-600 pre-service teacher participants in addition to university faculty from
five Midwest universities. The researcher could only research one of the five initial
universities identified as the study progressed. This factor impacted the number of preservice teachers who responded to the survey, in addition to the number of university
administrators and curriculum experts interviewed. In addition to participant size, the
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researcher did not collect data that could be disaggregated by race, gender, or age. These
data could have provided further insight into areas for future study.
Assumptions with Definition of Terms
The term “culturally responsive teaching practices” is referred to throughout the
study. For the purpose of the study, the term is defined as a pedagogy that recognizes the
importance of including students' cultural references in all aspects of learning (LadsonBillings, 1994). Without a universal understanding of the term by all participants, it
should be noted that responses provided in the pre-service teacher self-efficacy survey
and the administrator and curriculum leader interviews were based on the individual’s
understanding of the term. For future research, it could be beneficial to define terms such
as culturally responsive teaching. A common definition and understanding of terms
could yield responses that provide more noticeable similarities, differences, and emerging
themes.
The original study included a much larger sample size for analysis. In the original
study, the researcher included five Midwest universities, 300-600 pre-service teacher
participants for the self-efficacy survey, and an interview with each dean from the college
of education. As the study progressed, the IRB approval process at four of the five
universities became a significant hurdle. The researcher initially received IRB approval
from two of the five identified universities. One of the two universities that gave IRB
approval requested substantial changes to the study. The other three universities never
responded to the submitted IRBs. The researcher made multiple attempts to
communicate with the universities and inquire about IRB approval for the study.
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These challenges required the researcher to modify the original study
significantly. The modifications included the following three changes. An additional
question was added to the teacher self-efficacy survey to have the year of the pre-service
teacher in the teacher education program. Other candidates to interview from the college
of education from one private Midwest university were added. The ability to analyze
syllabi through open-source from teacher education programs in the following three
categories: curriculum and instructional planning, classroom management, and cultural
diversity were added. These changes impacted the study and consequently affected the
researcher’s ability to compare differences and similarities between the university’s
teacher education programs because of the small sample size.
Conclusion
As diversity in the U.S. classrooms continues to grow and the homogenous
makeup of the teaching force continues to remain the same, it is clear that an emphasis
and focus should be made to incorporate culturally responsive teaching practices into
teacher education programs. By examining existing systems and policies in all levels of
education, these changes can be made.
Pre-service teachers need varying levels of support and exposure to real-world
teaching experiences throughout their teacher education program to develop a culturally
responsive pedagogy. These supports and experiences are characterized through
experiential learning, knowledgeable instructors in the teacher education program, and
mentoring. Experiential learning offers pre-service teachers the opportunity to observe,
student teach and receive mentoring and feedback while immersed in authentic, realworld teaching experiences. Knowledgeable instructors in the teacher education program
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provide pre-service teachers with the instruction, mentoring, and feedback necessary to
develop a culturally responsive teaching pedagogy.
Furthermore, the Department of Elementary and Secondary Education (DESE)
plays a significant role in the development of pre-service teachers. The teacher education
program course requirements at the university level and the standards for teacher
certification are regulated by DESE. These course requirements and standards shape the
pre-service teacher experience. The researcher noted that DESE’s requirements provided
for uniformity in teacher education programs and teacher certification, while at the same
time lacking the explicit teaching and learning of culturally responsive teaching practices.
These findings could lead to an assumption that pre-service teachers would somehow
learn culturally responsive teaching practices through enrollment in the teacher education
program. If teacher education programs cannot demonstrate culturally responsive
teaching practices within their own curriculum, “then we risk being unable to set an
example of the inclusive, culturally relevant curriculum that we would have our students
implement in their future classrooms” (Montecinos, 2004, p. 180). Throughout the study,
the research conveyed that the explicit teaching of culturally responsive teaching
practices was necessary to guarantee the transfer and application of them in the
classroom.
The ultimate goal is to support pre-service teachers in creating classroom
environments where every child feels seen, heard, and valued. Where every child feels a
sense of belonging. Culturally responsive teaching practices are one piece of the puzzle
in helping to foster inclusive classroom environments.
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Appendix F
Interview Questions

Date of Interview:
Location and Method of Interview:
Time of Interview:
Start Time:
End Time:
Total Time:

Thank you for your willingness to participate in this interview. The purpose of this
interview is to further explore culturally responsive teaching practices and the preparation
that pre-service teachers receive during their teacher education program. I have prepared
several questions regarding the teacher education programs and the preparation that preservice teachers receive on culturally responsive teaching practices, in five, four-year
universities in the state of Missouri. At the end of the interview, I will provide you with
an opportunity to make any closing remarks that you may have regarding the topics
discussed in this interview.
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1. How many years have you served in your current position?
2. What is the current focus or goal in the department of education at your university?
3. How are courses and the sequence of courses chosen for the teacher education
program?
4. What courses in the teacher education program are you most excited about and why?
5. What do you believe are the strengths and weaknesses of the current teacher education
program?
6. How familiar are you with culturally responsive teaching practices?
7. How do the current courses in the teacher education program prepare pre-service
teachers with culturally responsive teaching practices?
8. Are there professional learning opportunities for the professors in the department of
education to learn about culturally responsive teaching practices?
9. What method, if any, does the university use to measure pre-service teachers'
preparedness for the classrooms they will serve? Is there a culturally responsive
component to that measure?
10. From your perspective, how should culturally responsive teaching practices be
included in pre-service teacher education programs?
11. Do you have any concluding thoughts regarding the topics discussed during this
interview?
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